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ABSTRACT
Many adult ESL students have been affected by trauma from various causes, including
violence, racism, loss, fear of ICE, and ongoing poverty. For many of these learners, trauma
negatively impacts their language acquisition and acculturation. Trauma-Informed Teaching (TI
Teaching), which includes Culturally Responsive Teaching (CRT), can be effective in meeting
the needs of these learners regarding language acquisition and acculturation. Furthermore, it can
support their healing. The approach can be effective for those students who have not been
affected by trauma, as well. Yet, TI Teaching is not usually provided. Without it, many students
do not receive the type of learning environment they need.
TI Teaching with adult ESL students is also not taught in most TESOL programs in the
San Francisco Bay Area, and is absent from the textbooks used. The literature lacks information
on what exactly the model is, how it is implemented, and with what outcomes. Also absent is
information on curriculum, why the approach is rarely used, and how teachers can minimize the
risk of vicarious traumatization. Trainings on using TI Teaching in adult ESL classes are needed
but are not readily available, at least not in the San Francisco Bay Area.
The literature points to a wide array of how TI Teaching and CRT are used. In
conceptualizing a model, the main component in TI Teaching is increasing the feeling of safety
for students. Also examined is the variance in whether or not teachers provide content related to
trauma and encourage students' disclosures. Furthermore, the issue of the need for the approach
to be a wellness model is also addressed. Vicarious traumatization and other potential barriers to
use are briefly discussed. All of these are significant issues, and it is recommended that they are
researched further and that TI Teaching is implemented in adult ESL classes, possibly with a
different name for the approach.
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The accompanying training on TI Teaching is for ESL teachers at community colleges,
adult schools, and community-based organizations. It is three-hours in length and provides the
essential components: 1) Understanding trauma, its causes, and impact; 2) CRT, why it is
needed, and how it fits with TI Teaching; 3) Blending TI Teaching into the curriculum; and, 4)
What is difficult for teachers--triggers, managing crying, disclosures, boundaries, and referrals.
With this training, teachers can begin to implement TI Teaching in adult ESL classes. By doing
so, they can provide students affected by trauma with a learning environment to support their
language acquisition, acculturation and healing.
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CHAPTER I
INTRODUCTION
Trauma confronts schools with a serious dilemma: how to balance their primary mission
of education with the reality that many students need help in dealing with traumatic stress
to attend regularly and engage in the learning process. (Ko et al., 2008, p. 398)
Statement of the Problem
"Out there, the world treats you badly. . . but here, we are like family," one of the English
as a Second Language (ESL) students I teach remarked. "This is the only place where I feel safe,"
she said. Other students nodded their heads in understanding, or perhaps, agreement. The students'
expressions of their experiences has furthered my desire to better understand how their trauma
impacts them and their learning, and how I can teach them most effectively. I want to support my
students with their English language acquisition skills and acculturation, but, also, with their
overall sense of wellbeing.
Herman (1992) wrote "Traumatic events overwhelm the ordinary systems of care that
give people a sense of control, connection, and meaning" (p. 33). It is known that language
learners need all three (Canadian Center for Victims of Torture, as cited in Finn 2010; Herman,
1992). Adkins et al., (1999) described trauma in terms related to stress: "Stress occurs when the
burdens imposed on people by events or pressures in their lives exceed their resources to cope”
(p. 2). The authors explained that for many people, resettling in the U.S. involves three different
kinds "of stress: 'migration stress,' 'acculturative stress,' and (for many) 'traumatic stress'” (p.2).
Migration stress occurs when someone has to leave their home suddenly; acculturative stress
refers to trying to function in a new culture or society; and, traumatic stress is from being
intentionally harmed by someone, or from a natural disaster, war, or accident, etc.
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As an example of the incidence of violence that some immigrants suffer before arriving
in the U.S., Krivitsky (2017) wrote:
a recent publication from Médecins Sans Frontières / Doctors Without Borders
(2017) reported that most migrants from Guatemala, Honduras and El Salvador,
nearly 40% of the migrants interviewed reported fleeing to Mexico primarily
due to gang-related violence or threats. Close to 70% of migrants who fled to
Mexico en route to the United States were victims of violence during the journey
and almost one third of the female migrants reported experiencing sexual abuse
during this time. (p. 10)

Another significant source of trauma for many ESL students is the fear for themselves or
for their friends or family of deportation (Tolan, Baron, & Tadayon, 2018). Some of my students
report that they are afraid on a daily basis that a loved one will be arrested by ICE and deported.
The news about the ICE raids, even in other states, seems to have escalated their fear (personal
communication, n.d.).
Some ESL students are also worried about the issue of Public Charge. This is the federal
government's policy that restricts some immigrants from being able to get a Green Card and have
a path to citizenship if they have received public benefits, even if they qualify for them. The
policy of Public Charge is an additional source of fear for many of my students and their families
(personal communication, 2019).
A recent increase in hate crime is an additional source of stress for many immigrant
students. According to the 2018 FBI Crime Report (as cited in Southern Poverty Law Center
2018), there was a 12% increase in hate crimes involving violence, and a 14% increase in hate
crimes targeting Latinos. Where I teach in the San Francisco Bay Area, students were
particularly impacted by the mass shootings in Gilroy, California and in El Paso, Texas, where

3
Latinos were targeted. Some students also expressed their fear of being in groups of other
immigrants in public (personal communication, August 5, 2019).
An additional source of trauma for many immigrant women is from the domestic
violence they suffer. According to research, cited by Futures Without Violence (n.d.), 48% of
Latina women reported an increase in domestic violence since they came to the U.S. (Dutton et
al., as cited by Futures without Borders, n.d.), and 60% of immigrant Korean women who were
surveyed reported having been hit by their husbands (Tjaden and Thoennes, as cited by Futures
without Borders, n.d.). Those who are victims and abusers may not believe that the resources and
laws apply to them. Barriers based on financial constraints, cultural issues, immigration status,
and language may impede immigrant women from seeking help (ibid).
Given the history of trauma that many immigrants experience, the current political
climate, the recent escalation of anti-immigrant governmental policies, and the increase in
violent hate crimes in the U.S., it is particularly important at this point in time that a teaching
pedagogy which includes an understanding of the principles of and response to trauma is
provided in adult ESL classes.
Understanding the impact of trauma in the ESL classroom includes recognizing that
trauma can raise a student's affective filter and impede their Second Language Acquisition (SLA)
(Krashen, 2009, p. 30) and acculturation (Shumann, 1986). The impact of trauma on students in
the classroom has also been documented by many researchers (Bekar n.d.; Bodifacius, 2018;
Canadian Centre for Victims of Torture, n.d.; Gordon, 2015; Horsman, 2000; Isserlis, 2000;
Kerka, 2002; Medley, 2012; Stone, 1995). Symptoms can include difficulty concentrating,
memory impairment, difficulty beginning new tasks, eroded self-esteem, blame, guilt, panic
attacks, physical manifestations of stress, difficulty with trust, depression, and in some cases,
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Post-Traumatic Stress Disorder (PTSD). While teachers cannot possibly be expected to be
experts on the effects of trauma on their students or provide a counseling approach, what is
possible (and recommended) is for teachers to be trauma-informed (Krivitsky, 2017; Leichtle,
2018).
According to the U.S. Government's Department of Substance Abuse and Mental Health
Services (SAMHSA, 2014):
A program, organization, or system that is trauma-informed realizes the
widespread impact of trauma and understands potential paths to recovery;
recognizes the signs and symptoms of trauma in clients, families, staff, and others
involved with the system; and responds by fully integrating knowledge about
trauma into policies, procedures, and practices, and seeks to actively resist retraumatization (p. 9).
SAMHSA (2014) specified the need for "empowerment, voice and choice" (p.11). The approach
emphasizes an individual’s assets, resilience, and recovery. Along the same lines, Fallot and
Harris (2009), wrote that creating a culture that is Trauma-Informed includes five core values:
"safety, trustworthiness, choice, collaboration, and empowerment" (p. 3).
Medley (2012) stated "Trauma-affected language learners need a safe place in
community with others where they can do the internal work that brings healing" (p. 116).
Medley found that students need safety, rebuilding of trust through the classroom community,
and a way to acknowledge experiences. TI Teaching can meet not only the needs of students
affected by trauma, but, the "teaching approaches that are sensitive to the needs of the traumaaffected compromise good instructional practice for all learners" (p. 112). The necessity of a
trauma-informed approach in education has been well-documented (Adkins et al., 1999; Bekar,
n.d.; Castellanos, 2018; Chafe et. al., 2010; Finn, 2010; Gordon, 2011; Isserlis, 2000; Krivitsky,
2017; Stone, 1995; Tweedie et al., 2017).
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Despite the fact that this approach is essential for traumatized students, most teachers of
adult ESL students do not use it. This may be because teachers are not trained in it. Leichtle
(2018) wrote about not knowing what to do regarding trauma early in her teaching career. She
described her response to a situation in her class. One of the students was crying at her seat. As
Leichtle wrote,
I asked what was wrong and she just shook her head. One of the other students
told me that she was “sad to be remembering.” I asked her if there was anything
I could do for her or anyone else she would like to go talk to, and she shook
her head again. Unsure of what to do, I sent an email to the school
psychologist and continued with the lesson. She spent the remainder of the
hour isolated at the back of the room while the rest of us talked about
Halloween vocabulary. (emphasis added) (p. 1).
Without training in TI Teaching, teachers are left to try to manage, and, as is illustrated above,
traditional teacher training can fall short.
In the literature, there is a lack of a clear model of what TI Teaching is, exactly. This
includes a lack of research on the necessary components of TI Teaching, best practices to
provide it, and student outcomes. This is especially true regarding adult ESL. Furthermore, there
is a significant lack of information on classroom materials, the approach's limitations, and how
commonly it is used in adult ESL. A premise of this thesis is that the lack of education and
training on TI Teaching is the main reason it is not commonly used. When Daryl Gordon (2011),
a Professor at Adelphi University who has taught and published on the topic of using TI
Teaching in adult ESL, was asked why teachers do not implement this approach, she responded,
"I do not think it has been widely shared” (personal communication, 8/24/19).
Krivitsky (2017), in referring to working with school-age children, wrote "There is much
promise in the use of the ESL classroom to improve mental health among refugee students. (p.
6)," and that training teachers in how to deal with mental health issues in the classroom can
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positively impact trauma-affected students. Specifically, Krivitsky stated that training has been
shown to increase the teachers' knowledge of mental health, decrease their stigmatizing
perspectives, and increase their intention to provide assistance related to mental health, as well as
their confidence to do so. Castellanos (2018) also wrote that there is a potential positive impact
that trauma-informed training can have on ESL teachers and their sense of self-efficacy.
In addition to the possibility that many teachers of adult ESL students do not use TI
Teaching due to a lack of training on it, other possibilities exist. A primary one is that teachers
are concerned that they will experience vicarious traumatization. This issue and others are
addressed below in this paper and can all be addressed in a training. If teachers can develop the
needed skills, they can provide ESL students who have been traumatized with the type of
education they need for language acquisition, acculturation, and the promotion of their recovery.
TI Teaching can meet not only the needs of students with trauma, but other learners in the
ESL classroom, as well (Medley, 2012). TI Teaching can promote language acquisition and
acculturation, and recovery from trauma. It is essential to implement this type of approach in
adult ESL classes. In order to do this, teachers of adult ESL students need to be trained in the
approach, including having any concerns about the approach addressed. Also, trainings need to
be made readily available.
Purpose of the Project
The purpose of this project is to develop a three-hour training for teachers of adult ESL at
community colleges, adult schools, and Community Based Organizations (CBO's). The training
addresses the three problems defined above. The first is that many adult ESL students who have
been affected by trauma have symptoms that interfere with their language acquisition. Secondly,
although there is an approach that can meet the needs of students, Trauma-Informed Teaching, it
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is not well known or widely used. Lastly, trainings on the approach are not readily available, at
least, not in the San Francisco Bay Area.
The training that has been developed for this project is geared towards ESL teachers at
community colleges and adult schools. It includes topics such as understanding types and sources
of trauma for ESL students, the effects of trauma on the language learner in the classroom, and
the components of TI Teaching. Additionally, steps for implementing the approach, and sample
curriculum topics and activities are included, as well as guidelines and practice on how to
manage triggers and crying, how to set boundaries, and make referrals. Furthermore, the training
allows teachers to discuss concerns they have about using the approach, including the approach's
impact on them, and to practice new skills. By participating in the training, ESL teachers obtain a
valuable resource to better work with their students, particularly those who have been impacted
by trauma.

Theoretical Framework
This project relies on the understanding that the theoretical framework of TI Teaching is
comprised of three components: Trauma theory; Affective Filter Theory; and Culturally
Responsive Teaching. Trauma-Informed Teaching is formed by the overlap of the three
components as shown in Figure 1.
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Figure 1: Three Components of Trauma Informed Teaching

Trauma Theory
Trauma theory is derived from the medical model of trauma. The American
Psychological Association (n.d.) stated:
Trauma is an emotional response to a terrible event like an accident, rape
or natural disaster. Immediately after the event, shock and denial are typical.
Longer term reactions include unpredictable emotions, flashbacks, strained
relationships and even physical symptoms like headaches or nausea. While
these feelings are normal, some people have difficulty moving on with
their lives.
According to Cole et al. (as cited in Medley, 2012), trauma is defined as "a response to a
stressful event in which a person's ability to cope is dramatically undermined." Possible signs of
trauma that can be seen in the ESL classroom have been documented in the research (Bekar, n.d.;
Bodifacius, 2018; Canadian Centre for Victims of Torture, n.d.; Gordon, 2015; Horsman, 2000;
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Isserlis, 2000; Kerka, 2002; Medley, 2012; Stone, 1995). Symptoms can include difficulty
concentrating, memory impairment, difficulty beginning new tasks, eroded self-esteem, blame,
guilt, panic attacks, difficulty with trust, depression, and somatization of symptoms. For some
individuals, Post-Traumatic Stress Disorder (PTSD) occurs. PTSD can include dissociation and
flashbacks. All of this points to a need for teachers to be trauma-informed in their teaching.
Notably, Ginwright (2018) wrote that the trauma model can be used as a way of seeing
people as having deficits and needing to be healed. This issue, and the argument to use more of a
wellness model are addressed later in this paper.
The Affective Filter Theory
This theory, developed by Krashen (1984), is widely known in the field and comprises
the second underpinning of Trauma-Informed Teaching. The theory states that when the factors
of anxiety, low motivation, and/or low self-confidence/self-image are present, it is much more
difficult to learn. Brown (2007) wrote that the affective factors, in addition to including selfesteem and anxiety, also include "attribution theory" (p. 156). This refers to how much a person
attributes their success or failure to themselves, and their belief in themselves. Also included are
willingness to communicate, inhibition, and risk-taking.
Relatedly, Shumann (1986) developed the Acculturation Model, which links language
acquisition to acculturation. Shumann wrote that affective factors and social factors form the
variable of acculturation. The model proposes that the degree to which a person acculturates to
the target culture is the degree to which they will acquire the language. While the results of
Shumann's research are not conclusive, it can be held that not only do the affective factors
impact language acquisition, as Krashen wrote, but they also affect acculturation. It is the
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joining of the Affective Filter Theory and Trauma theory that forms the basis of TI Teaching in
adult ESL.
Culturally Responsive Teaching (CRT)
CRT is also known as Culturally Relevant Teaching; the terms are used synonymously in
this thesis. Without CRT, TI can become a deficit model, as pointed out by Ginwright (2018)
previously and will be discussed further in this paper. When teachers do not use CRT, they do
not see the students for all the assets, knowledge, skills, and capabilities they have (LadsonBillings, 1995; Nieto, 2009; Yosso, 2005). As Nieto (2009) wrote, if teachers are to be effective
with students, they need to learn about their students, respect them, and build positive
relationships with them. Without this, teachers risk even more than ineffectiveness. Herbert Kohl
(as cited by Nieto, 2009) wrote "to agree to learn from a stranger who does not respect your
integrity causes a major loss of self” (p. 19).
According to Ladson-Billings (1995), teachers using CRT need "an ability to develop all
students academically, a willingness to nurture and support cultural competence, and the
development of a sociopolitical or critical consciousness” (p. 483). Gay (2002) defined the
aspects of CRT as becoming culturally aware/knowledgeable, doing culturally appropriate caring
acts, developing a caring community in the class, using effective cross-cultural communication,
and using culturally relevant curriculum and teaching styles.
Freire (2018), a founder in this area before the term was coined, contributed principles
used in CRT, including the revolutionary idea of not seeing students as empty vessels to be filled
but as whole people full of knowledge and skills. Freire also wrote of changing the power
dynamics between teacher and student, and focusing on critical pedagogy.
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In the literature, the three primary theories used in TI Teaching are Trauma theory,
Affective Filter Theory, and CRT. They overlap and form the foundational aspects essential to
meet the needs of adult ESL students, particularly those who have been impacted by trauma. A
deeper explanation of each theory and how they are applied together in TI Teaching with ESL
adult learners is discussed in the Literature Review of this paper, and in the developed training.
Additionally, the Literature Review includes an investigation of vicarious traumatization and
other concerns by teachers regarding the use of TI Teaching.

Significance of the Project
The impact of an approach that can meet the needs of ESL adults to support their
language acquisition, acculturation, and wellness cannot be overstated. Viewing the statistics of
who attends community colleges in California offers some perspective on the potential impact TI
Teaching can have. Although it is impossible to predict how many immigrant adults will need
ESL classes in the next ten years (Larrotta, 2017), in California public schools, in the 2018–19
school year, there were approximately 1.196 million English learners in K-12 (California
Department of Education, n.d.). Presumably, many of these students will be entering community
colleges in California. Over 2 million students attend California Community Colleges each year.
(Foundation for California Community Colleges, n.d). Therefore, training teachers of ESL
adults, particularly of community college students, with Trauma-Informed Teaching, can make a
significant, positive impact on these learners, and by extension, their families, our communities,
and our country.
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Definition of Terms
Dissociation
Dissociation is any of a wide array of experiences from mild detachment from immediate
surroundings to more severe detachment from physical and emotional experiences (Dell P. F.,
2006, as cited in Wikipedia ). "In mild cases, dissociation can be regarded as a coping
mechanism or defense mechanisms in seeking to master, minimize or tolerate stress – including
boredom or conflict" (Weiten, W.; Lloyd, M.A., as cited in Wikipedia).

Ego Permeability
Ego Permeability is the idea that a person can acculturate more easily to the target culture
if they are flexible about their own culture. "It is as if the boundaries of a person's language ego
need to become flexible in order to allow the language learner to move comfortably between
their own language identity and that of the target language" (English Forums, 2012).

Flashbacks
"A flashback, or involuntary recurrent memory, is a psychological phenomenon in which
an individual has a sudden, usually powerful, re-experiencing of a past experience or elements of
a past experience" (Wikipedia).

Post-Traumatic Stress Disorder (PTSD)
According to Merriam-Webster Dictionary (n.d),:
Post-traumatic stress disorder definition is a psychological reaction occurring
after experiencing a highly stressing event (such as wartime combat, physical
violence, or a natural disaster) that is usually characterized by depression,
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anxiety, flashbacks, recurrent nightmares, and avoidance of reminders of the
event —abbreviation PTSD—called also post-traumatic stress syndrome.
Public Charge
Public Charge is the federal government's policy which examines if an immigrant person
is deemed to be dependent on government-sponsored programs, like food and housing assistance
or public health care. If so, the applicant can be denied their "green card" or entry into the
United States (Insure the Uninsured Project, 2019).

Somatization
Somatization happens "when psychological concerns are converted into physical
symptoms. For example, a person who has just lost a loved one may somaticize their grief
through severe fatigue." (Good Therapy.com, n.d.)

14
CHAPTER II
REVIEW OF THE LITERATURE
Introduction
We survived, that should be enough but it isn't. We must work hard to become whole
again, to fill our soul with love and inspiration, to live the life that was intended for us
before it was disrupted by war and horrors, and help rebuild a world that is better than the
one we had just left. - Loung Ung (Krivitsky, 2017, p. 8)

For some adult ESL students, the challenges of acquiring English and acculturating, let
alone realizing the aspirations described above, are complicated by having been affected by
trauma. The approach of TI Teaching can meet the needs of learners in an adult ESL class who
have been affected by trauma, and those who have not (Medley, 2012). However, TI Teaching is
not commonly used in adult ESL classes. It may be that teachers have not been trained in the
approach, and this serves as a main premise of this Master's Field Project. Another primary
explanation, though, is that teachers are concerned they will experience vicarious traumatization.
Taking this premise into account, this project encompasses the development of a training on how
ESL teachers of adults can provide TI Teaching. The first step in developing such a training is a
literature review.
The objectives of the literature review are to investigate four themes: How trauma
impacts SLA; which aspects of TI Teaching are most commonly used; how CRT fits in with this
model; and, teachers' concerns about the approach, including possible vicarious traumatization.
The first section will explore the question of the effects of trauma on SLA, as this is essential in
order to understand the needs of students that teachers are responding to and how TraumaInformed Teaching must be shaped to meet those needs. After exploring the effects of trauma on
SLA, I turn to the approach of Trauma-Informed Teaching. My objective is to understand how it
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is defined and what aspects of it are used in teaching adults in ESL. Next, CRT is examined in
the literature in order to gain an understanding of its components and how they fit into the
approach of Trauma-Informed Teaching. Lastly, the literature review investigates the question of
the potential impact on teachers who use the approach, and guidelines on how any negative
impact can be avoided or minimized. The results of this literature review form the foundation on
which this project is based.
The Effects of Trauma on Second Language Acquisition and Acculturation
To investigate how SLA is impacted by trauma, the teachings of Krashen (2009), one of the
most significant contributors to the field of SLA, are examined. Next is the work of Shumann
(1986), whose work on acculturation is often cited in the literature on trauma. Following, the
work of Bekar (1999) of the Canadian Centre for Victims of Torture--also frequently referenced-is reviewed. Finally, we turn to a more contemporary researcher and writer, Gordon (2011), who
discussed the effects of trauma among adult ESL Laotian refugees.
A discussion of how trauma affects SLA begins with Krashen (2009) from Principles and
Practice in Second Language Acquisition. In this book, Krashen described his theory of the
affective factors. Krashen found that the factors positively affecting SLA are motivation, high
self-confidence/self-image, and anxiety (pertaining to the classroom, and personal). Krashen
further explained that when students have these positive attributes, they seek out more language
input. Also, the emotional barrier in the mind that allows information in to some extent, called
the "affective filter" (p. 30), is lower, and learning happens that penetrates the mind more deeply.
It can be surmised that the opposite holds true as well: A high affective filter, due to factors of
low motivation, low self-confidence/self-image, and/or anxiety--all possible symptoms of
trauma--negatively impacts SLA.
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As Krashen's affective filter theory is widely accepted and cited regarding SLA,
Shumann (1986), while less well-known, is often cited for his acculturation model. Shumann
examined the relationship between acculturation and SLA, and the factors that affect
acculturation, using six studies. Shumann wrote that social factors, as well as affective factors,
impact acculturation. Social factors are the variables that impact how much an immigrant group
will have contact with the target language group. Examples of social factors include which group
is considered socially dominant, which feels inferior, how long the immigrant learners intend to
stay in the area of the target language, etc. Shumann identified specific affective factors that
relate to acculturation: motivation, culture shock, language shock, and "ego permeability" (p.
384). Shumann suggested that language learners acquire the target language to the degree that
they acculturate. Also, if the learner's cultural group and the host country group are similar in
status, SLA is positively affected. The converse is true that if the host country group is seen as
superior to the learner's group, SLA is negatively affected. Although Shumann concluded that
there are limitations to the studies examined, he maintained that social factors and affective
factors are linked to acculturation, and acculturation is linked to SLA.
The connection between affective factors and SLA with ESL students is discussed in the
work by Bekar (1999) of the Canadian Centre for Victims of Torture. Bekar wrote that survivors
of torture typically suffer from PTSD, and that symptoms "can include memory impairment,
depression, loss of self-esteem, disruption of normal sleep patterns, recurrent nightmares, and a
diminished ability to trust other people, particularly those holding positions of authority” (p. 76).
Bekar further stated that any of these symptoms affect second language learning, both directly
and indirectly, and therefore, ESL teachers should address the impact of trauma.
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Although most students in adult ESL are not victims of torture, the findings can be
generalized to other adult ESL classes to some extent. As Gordon (2011) wrote, "Symptoms of
trauma range widely among individuals, with posttraumatic stress disorder (PTSD) being the
most severe” (p. 2). Nicholl and Thompson (as cited in Gordon, 2011), reported that the
prevalence of PTSD symptoms varies widely with different populations, but "that studies
indicate that between 30% and 80% of refugees have trauma-related symptoms” (p.1).
Furthermore, Gordon wrote that "cognitive processing, attention, and memory, factors that are
affected by traumatic experiences, are key to second language acquisition” (p. 3).
From this research, it appears that some ESL students who have been affected by trauma
experience symptoms such as anxiety, depression, lower self-esteem, memory difficulties, and
reduced motivation, among others. These symptoms can negatively impact their SLA and
acculturation. For students with PTSD, the symptoms can interfere even more so.

The Components of Trauma-Informed Teaching
Background Information
Understanding Trauma-Informed Teaching begins with a definition of trauma and what a
Trauma-Informed approach includes. Psychological trauma can be defined as "a response to a
stressful event in which a person's ability to cope is dramatically undermined” (Cole et. al, 2005,
as cited by Medley, 2012).
SAMHSA (2014), as noted above, describes a Trauma-Informed approach as follows:
A program, organization, or system that is trauma-informed realizes the widespread
impact of trauma and understands potential paths for recovery; recognizes the signs
and symptoms of trauma in clients, families, staff, and others involved with the
system; and responds by fully integrating knowledge about trauma into policies,
procedures, and practices, and seeks to actively resist re-traumatization (p. 9).

18

The Need for a Trauma-Informed Approach in Education
The need for a trauma-informed approach in education has been well documented in the
literature. A considerable body of research has been offered by Horsman, in writing about the
effects of trauma on women who are learners in literacy groups, and how to provide the
educational environment they need (Heald and Horsman, 2000; Horsman, 1997, 2000, 2002,
2004.)
More recently, the U.S. Government's Department of Health and Human Services
(2014) described trauma as a national health problem. Along with every other public sector,
education is affected. They wrote that students "bring their experiences of trauma into the
school systems, often interfering with their school success (p. 2)" and outlined what traumainformed care needs to consist of in public institutions. Along these lines, Carello and Butler
(2015) described the need "for applying the essential elements of TIC [trauma informed care] to
education" (p. 264). This point was also made by Kugler and Price (2009), in describing the
significant impact of mental health issues on refugee students, and by Kerka (2002).
In their research at a California elementary school on using a holistic approach, Wall
and Musetti (2018) pointed to "the importance of preparing trauma-sensitive teachers" (p. 13).
They also found that, in schools where there was interest in a trauma-informed approach and
professional development in this area, there is: "the potential to diminish negative impacts on
students and families and create conducive learning environments with greater successes,
higher achievement levels, and stronger outcomes for students" (p. 13-14).
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The Need for TI Teaching Specifically in ESL Classes
Regarding ESL in particular, Leichtle (2018), wrote:
"ESL teacher training is typically language focused with a few classes about
advocacy and testing. With no counseling or sensitivity training, it seems that
educators are not equipped to deal with students who may be experiencing or
have experienced trauma (p. 5)." The author further explained that there is "staff
development that addresses this issue and strives to give teachers tools to help
students that are experiencing or have experienced trauma. It is generally
referred to as trauma informed teaching (p. 5)."
Bonifacius (2018) wrote that some ESL students who have been affected by trauma "may
find themselves unable to engage with the mental pressures and challenges of language learning"
(p. 2), and, "Without training in trauma-informed care and mental-wellness methodologies, ESL
instructors and program administrators will fail to effectively respond to students’ trauma and
mental well-being concerns (p.2)."
The need for a trauma-informed approach in ESL classes has also been documented by
The International Institute of Boston, in Chafe et al. (2010), as well by numerous other authors
(Adkins et al., 1999; Bekar, n.d.; Castellanos, 2018; Finn, 2010; Gordon, 2011; Isserlis, 2000;
Krivitsky, 2017; Medley, 2012; Stone, 1995; Tweedie et al., 2017.)
The Most Common Aspect of TI Teaching: Safety
The commonality in all the literature reviewed, and perhaps the most foundational aspect,
is providing safety in the classroom. SAMHSA described this as the environment is safe and the
interactions between people provide a feeling of safety. How, exactly, this is provided is a focus
of this paper. Horsman (2000) in Too Scared To Learn: Women, Violence, and Education, a
landmark book focused on the population of women's literacy groups, wrote that increasing a
feeling of safety means having flexible attendance and participation, ensuring that students can
"pass" on an activity, and having a contract/agreement with students that outlines expectations
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and some of the class norms. The class norms include that students can be semi-present during
class and can express their needs. Horsman also wrote that students need to have their boundaries
respected and to have a sense of control. While Horsman is writing from a different time and
about a non-ESL population, the guidelines are used by other groups and classes with different
student populations, as evidenced by the frequency of citations to Horsman found during this
literature review.
To address safety, Medley (2012), on the other hand, in writing about teaching children
who are English Language Learners (ELLs), provided different guidelines. These include
maintaining a predictable routine, putting the schedule for the day on the board, and telling
students ahead of time if there would be a significant change in the schedule. Additionally,
Medley suggested not overwhelming the students with too many different types of tasks, and
providing activities that don't cause students to feel too vulnerable. These would include choral
practice instead of individual, using correction in a way that doesn't cause embarrassment, and
using small group work so a student doesn't experience too much attention from the whole class.
These safety guidelines would be in keeping with those proposed by Horsman, given Medley's
different learning population and setting. Bekar (1999) from the Canadian Centre for Survivors
of Trauma, addressed the issue of safety in the recommendation of accommodations for memory
impairment, flexible attendance/punctuality, and guidelines for increasing self-esteem.
One other researcher/writer, Gordon (2011), in her qualitative study regarding ESL for
Laotian adult refugees, had a slightly different focus regarding safety. Gordon wrote that the
classroom configuration needs to be attended to, such as providing open spaces, and a quiet
classroom, free of loud noises. Canadian Centre for Victims of Torture (as cited in Gordon 2011)
suggested that teachers provide a quiet place in the classroom where learners can sit by
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themselves to do their work. Horsman (2000) indicated the same. Other recommendations from
Gordon (2011) included short teaching sessions, sharing the day's agenda so students can decide
if they want to participate or not (citing Canadian Center for Victims of Torture), and being
careful about topics that may be painful and/or shameful for students to discuss. Gordon also
cautioned that it is important to remember that some students have tension with each other
because of what transpired between them in refugee camps before they came. Furthermore,
Gordon advised teachers to recognize that past traumas and current stressors can be mutually
reinforcing.
Other Themes in TI Teaching
The other themes for TI Teaching not common to all the sources in this literature review
included:
1. Different modalities/multiple intelligences
Horsman (2000), Medley (2012), and Bekar (1999) all recommend the use of multiple
teaching modalities and being aware of multiple intelligences. Horsman (ibid) goes further to
state that we need to bring the whole person to learning--spirit, body, mind, and emotions--and
that we need to include humor and fun.
2. Leveling of power
SAMHSA (2014) defined "empowerment, voice, and choice" (p. 11) as a key principle,
stating that clients share in decision-making, and goal-setting and are supported in increasing
their skills in advocating for themselves. Also recommended by SAMHSA is "Collaboration and
Mutuality" as principles, stating that "healing happens in relationships and in the meaningful
sharing of power and decision-making" (p. 11).
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3. Fostering a sense of trust/community/belongingness/supportive relationships
SAMHSA (2014) referred to a need for peer support. Horsman (2000) wrote that it is
important to foster supportive relationships in class, including through sharing stories.
Regarding building trust, Medley (2012) included specific activities for building trust in the
classroom, such as an activity where students identify different groups they are a part of, or an
exercise where students "fill one another's bucket" (p. 118) by doing acts of kindness and saying
kind words. The importance of belongingness was discussed by Finley (2018). The importance
of belonging is also shown as a human need in Maslow's Hierarchy of Needs (as cited by Finley
2018).
4. Trustworthiness and Transparency
SAMHSA (2014) stated that "Organizational operations and decisions are conducted with
transparency with the goal of building and maintaining trust with clients and family members,
among staff. . . " (p. 11). According to Horsman (2000), trustworthiness includes not seeing the
learner as marked, wounded, etc. Relatedly, Horsman wrote we must move beyond the deficit
model and see learners as knowledgeable.
5. Sharing of stories/content to facilitate healing
Horsman (2000), as stated above, included sharing stories in her book as a way to foster
supportive relationships. Medley (2012) recommended including trauma healing content, such as
a "Movement Toward Forgiveness" (p. 121-122) unit, assigning an autobiography, or asking
students about their daily life in the refugee camp. Of note, this is controversial, as students can
be re-traumatized by such content (Carello & Butler, 2015). At a bare minimum, students need to
be empowered to be able to say "no" to participating in such activities/assignments, and to be
able to have other options (Horsman, 2000).

23
6. Offering other resources
Gordon (2011) suggested providing community resources for wellness, such as
opportunities to garden.
7. Using authentic materials
Bekar (1999) suggested authentic materials related to life skills. An example given was
presenting a pet fish for the class and teaching vocabulary and grammar about caring for the fish,
and then setting up a schedule for the students to do so.

The Need for a Wellness Model
Before this section can be complete, though, one additional area needs to be addressed,
and that is a criticism of the Trauma-Informed model as a deficit model. Horsman (1997) wrote
of this issue, which she observed in her work with literacy in Canada. She stated that it is easy to
think of "the learner as the 'problem,' with a deficit of skills, and to lose awareness of the
learners' strengths and knowledge, and of the socially-framed nature of the problem" (p. 5).
The writings of Shawn and James in "From Assets to agents of change: Social Justice,
organizing, and youth development” (2002) reflect the same concern. The authors propose an
alternative, an approach known as Social Justice Youth Development (SJYD), used with African
American youth from urban areas. This approach includes building youth identity, creating
systematic change through collective action, and using youth culture to get youth involved
politically. Regarding trauma, the authors described that with critical consciousness, young
people who feel victimized can remove self-blame and heal from the trauma, caused by
oppression. Additionally, the authors claimed that “the healing process also leads to a spiritual
development that provides youth with a sense of life purpose, empathy for the suffering of
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others, and optimism about social change” (p. 41). In Ginwright and Cammarota (2002), the
authors wrote, "The process of praxis and healing is central to the SJYD model because it
assumes that social transformation begins with self-transformation and provides a way to connect
individual actions with social change” (p. 92).
Recently, Ginwright (2018) wrote more specifically about the problem with TraumaInformed care. He quoted a youth he worked with who said, "I am more than what happened to
me, I'm not just my trauma” (p. 3). Ginwright reflected that the term "Trauma-Informed" care
can slip into a deficit model and outlined three main criticisms of the model. First it is
incomplete, as it presumes the trauma is an individual experience, instead of a collective one.
An example given is the "victims of disasters like Hurricane Katrina share a common experience
that if viewed individually simply fails to capture how collective harm requires a different
approach than an individual one” (p. 3). Secondly, Trauma-Informed care focuses on treating the
individual victims but does not address the root causes of trauma in families, schools, and
neighborhoods; the root causes are not being addressed. Lastly, Ginwright pointed out that the
term "Trauma-Informed" runs the risk of focusing on treatment of pathology, instead of fostering
well-being and looking at possibility. Ginwright, instead, offers a "healing centered engagement"
(p. 5) model. This approach looks at the collective experiences of trauma and healing, and fosters
well-being. Ginwright described it as viewing "those exposed to trauma as agents in the creation
of their own well-being rather than victims of traumatic events" (p. 5).
What this section has shown is that what comprises TI Teaching varies across populations
of learners and settings from children to adults to women in literacy groups, to refugees and
victims of torture to ESL adults. Safety was the component most often mentioned and appears to
be the most foundational of all of them. The other factors described, while used to varying
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degrees or not at all by some teachers, leave open the door for future exploration in research, as
does the question of whether the approach needs to be more of a wellness model.

Culturally Responsive Teaching
When TI Teaching uses solely trauma theory (medical model) and affective filter theory,
it can be argued that the approach is, to a great extent, a deficit model, viewing the learner as
injured/needing to be helped/fixed/healed in order to fit into society, as described above
(Ginwright, 2018, Horsman, 2000). This perspective is compounded by our current educational
system, as will be discussed. CRT, however, insists on a different view of the student and
teaching. To understand the aspects of CRT and how it can be used in TI Teaching in adult ESL,
we turn to some of the most influential writers and researchers in the field, Paolo Freire, Tara
Yosso, Sonia Nieto, and Gloria Ladson-Billings.
The Contributions of Freire
In Pedagogy of the Oppressed, Freire (2019), presented a revolutionary approach for
education which can be incorporated into TI Teaching. Although Freire was writing about a
different time and regarding Brazilian society, he described, to some degree, the current
educational system in the U.S. Using a "banking” (p. 72) analogy, he presented the view that
teachers make "deposits” (p. 72) of knowledge into their students, who are passive. In this
model, both the teacher and student are dehumanized, and the oppressed don't realize they "know
things” (p. 63) in their relationships with the world and with other people. Instead, Freire
proposed "Education as the practice of freedom” (p. 81) where the teacher and students co-create
the learning, and are committed to ongoing dialogue and critically examining reality. In this
model, "Knowledge emerges only through invention and re-invention, through the restless,
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impatient, continuing, hopeful inquiry human beings pursue in the world, with the world, and
with each other” (p. 72).
The Work of Yosso
Although Pedagogy of the Oppressed has been in publication in English for
approximately fifty years, and is widely read, it reflects an educational approach that still has not
been embraced in the U.S. educational system. The issue of how schools oppress was further
illuminated in "Whose Culture Has Capital? A critical race theory discussion of community
cultural wealth" (Yosso, 2005). In this article, Yosso wrote about the contradictory nature of
education: Schools have the power to "emancipate” (p. 74) people, but instead, they usually
oppress and marginalize them. Part of that phenomenon happens because the educational system
does not see and value the community cultural wealth that students from Communities of Color
possess. As Yosso wrote, "community cultural wealth is an array of knowledge, skills, abilities
and contacts possessed and utilized by Communities of Color to survive and resist macro and
micro-forms of oppression” (p. 77).
These assets can be classified as at least six kinds of cultural wealth: "aspirational,
navigational, social, linguistic, familial, and resistant capital” (pg. 77, citing Delgado Bernal,
1997, 2001; Auerbach, 2001; Stanton-Salazar, 2001; Solorzano & Delgado Bernal, 2001;
Faulstich Orellana, 2003). Aspirational capital is the ability to hold on to one's dreams and
hopes for the future, despite barriers encountered; it is a type of resilience. Navigational capital
are the skills to move through institutions, such as a racially-hostile work environment or school.
Social capital refers to the networks of people and resources from one's community. Social
capital can be used to help obtain employment, health care, legal justice, education, etc.
Linguistic capital are the social skills and intellectual skills that a person develops through being
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able to communicate in more than one language and/or style. An example of this is story-telling
skills (memorization, attention to detail, comedic timing, volume, etc.), or code switching.
Familial capital refers to cultural knowledge that has been nurtured by family ties. It can include
family who are living and those who have passed, and teaches a sense of healthy connection to
the community one comes from and the resources it possesses. Finally, Resistant capital is the
set of skills and types of knowledge that are "fostered through oppositional behavior that
challenges inequality” (pg. 80) (Delgado Bernal, 1997; Freire, 1970, 1973; Giroux, 1983;
McLaren, 1994; Solorzano & Delgado Bernal, 2001 as cited in Yosso, 2005).
Yosso (ibid) wrote that we need to identify and document cultural wealth in order
“to transform education and empower People of Color to utilize assets already abundant in their
communities” (p. 82). This concept could be foundational in the Trauma-Informed adult ESL
classroom.
What Nieto Added to this Discussion
The concept of community cultural wealth was described by Nieto (2009), as well,
although she used different terms. Starting with her own personal experience of being a Puerto
Rican student in the public school system, she described not being seen for the assets she and her
family possessed. For example, her parents were becoming bilingual, her mom did beautiful and
intricate embroidery, and her father could add up many sums in his head quickly when he was
counting money in their bodega. They possessed other forms of capital, but these were not seen
and valued for Nieto at school. Instead, she was seen as an "at risk" student, viewed as deficient
by the educational system. Nieto advocated in the article for teachers to understand what they are
missing and how that diminishes students and the families they come from.
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Related to this concept of cultural capital, Nieto advocated for other components of
teaching that also align with what has been described above. One such component is that the
educational system needs to understand identity/"hybridity” (p. 9) of students, seeing that culture
changes and our understanding of identity needs to change with it. Without that, students can be
negatively affected and not feel supported. Additionally, Nieto further explained, teachers need
to consider power and status differences and address them. Students deal with them, too, and it is
important for teachers not to retreat from discussions of racism, sexism, inequity, etc. Nieto also
advocated for co-constructing the learning that Freire (2018) described.
All of these concepts point to a sense of a positive community and that is what Nieto
(2009) described, as well. The concept revolves around the belief that learning is social, so a
student needs a learning community for sharing and reflecting, and a teacher who will
"acknowledge students' differences and then act as a bridge between their students' differences
and the culture of the dominant society” (p. 17). Nieto's view in the article is that, if teachers are
to be effective with students, they need to learn about their students, respect them, and build
positive relationships with them. Without this, teachers risk even more than ineffectiveness.
Nieto cited the work of Herbert Kohl (1995) as saying "to agree to learn from a stranger who
does not respect your integrity causes a major loss of self” (p. 19). Indeed, the stakes are too high
for a teacher not to embrace these principles in teaching in any educational setting.
The Foundational Work of Ladson-Billings
Considering this potential harm exists when teachers do not see, respect, and value their
students, the work of Gloria Ladson-Billings is essential to include in this discussion. LadsonBillings (1995), in writing about educating teachers to succeed with African-American students,
articulated three essential elements to culturally relevant teaching: "an ability to develop all
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students academically, a willingness to nurture and support cultural competence, and the
development of a sociopolitical or critical consciousness” (p. 483). The article further explained
three broad concepts: Self and others, Social relations, and Knowledge. Regarding Self and
others, the teacher needs to see that all students can learn. Also, the teacher should view teaching
as an art form, and hold the Freiren view that teaching is mining. Furthermore, the teacher should
become a member of the community in which they teach. As to the concept of Social relations,
Ladson-Billings advocated for connectedness, and fluid teacher-student relationships.
Additionally, the teacher should create a community of learners who learn collaboratively and
are responsible for each other. Lastly, Ladson-Billings proposed that regarding Knowledge, it
should be seen as shared and constructed, and viewed critically. Additionally, teachers "must be
passionate about knowledge and learning” (p. 481), scaffold to support learning, and provide
multiple forms of assessment. In all, these principles align with what has been discussed above
regarding the work of other researchers and writers in the field.
The Contributions of Finley and Gay
A different focus of research in CRT is seen in the writings of a more recent scholar,
Finley (2018). In writing about English Language Learners in colleges and universities in British
Columbia, Finley described the importance of fostering belongingness in the classroom, and
explained how it relates to academic success. The article includes some pedagogical approaches
to increase a sense of belonging, along the lines of what has been discussed above. For example,
including practices that embrace and value differences, building a caring community, and
increasing student voice are recommended.
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According to Gay (2002), what CRT entails is becoming culturally aware, doing
culturally appropriate caring acts, developing a caring community in the class, being competent
in cross-cultural communication, and using culturally relevant curriculum.
The themes throughout this CRT section point to four areas:
1) The teacher co-creates the learning with the students, seeing and valuing the assets
that the students bring--knowledge, ways of knowing, networks, skills, family, etc. The
perspective is that teaching is mining not filling an empty vessel.
2) Knowledge and learning require developing and exploring a critical social view with
a goal of increasing social justice. Pedagogy needs to include dialogue about issues of
racism, sexism, injustice, power, oppression, etc.
3) A classroom community includes caring, respectful, supportive relationships, which
can foster a sense of belonging.
4) The curriculum is culturally appropriate and the teacher demonstrates skill in crosscultural communication.
What this literature review has shown regarding CRT is that, as with TI Teaching, there a
wide array of components that are used by teachers in different settings and with different
populations of learners. What has also been demonstrated here is that there is considerable
overlap and compatibility between the two approaches.
Vicarious Traumatization and Other Barriers
In addition to not having been trained in TI Teaching, there are numerous other possible
reasons why teachers do not use the approach. One explanation is their concern about meeting
the demands of the curriculum of the institution. Krivitsky (2017) found that although ESL
teachers indicated that they want to provide mental health support to their students, there were
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barriers: "structural and institutional obstacles, including curricula that required a focus on jobs,
insufficient class time to engage in with mental health topics, and insufficient time and training
to prepare for this work" (p. 127).
There is also the concern, as described by Tweetie (2017), that it can be difficult for
Teachers to feel effective in meeting the needs of students in a Trauma-Informed class. Tweetie
wrote that the prospect of teaching ESL students can be discouraging. A Student Teacher in an
elementary school that uses TI Teaching was quoted in her journal: "As a student teacher, I feel
discouraged today - by my estimate, I currently have about 10% of the skills required to teach in
this program. :-( " (p. 40). This points to the importance of teacher self-efficacy, and this is
discussed by Castellano (2018), along with strategies to increase it. Providing evidence-based
trauma-informed trainings is what she recommended.
Furthermore, a possible reason why Teachers do not use TI Teaching is their concern
about vicarious traumatization. Horsman (1997) found in her study that of literacy workers in
Canada that the issue of managing trauma varied widely:
Some literacy workers spoke of having clear boundaries and having learnt a
wide range of ways to look after themselves and leave the horrors behind. Others
were surprised even by the idea that they might consider their own needs, set their
own limits, or find ways to leave the exhaustion and horror of disclosures behind.
(p. 16)
Horsman (ibid) also wrote that literacy workers [and by extension, Teachers of adult ESL
students] may experience more vicarious trauma than counselors. This is due, Horsman
explained, to the unpredictable nature of disclosures through a class. The disclosure might occur
in the classroom, when the teacher is a journal assignment, or when the student is leaving for the
day. It is this and that the literacy worker [ESL teacher] has less control over how much the
person will disclose, how long they will talk, or what the content of the disclosure might include.
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The concern about various traumatization is also raised by Carello, J., & Butler, L. D.
(2015). The potential impact of it on the ESL teacher is directly addressed by the International
Institute of Boston in their publication for ESL teachers who teach there (Chafe et al., 2010).
The Institute cautioned the teacher not to take on directly solving a student's outside problem
(housing, heat, etc.), as it can lead to the student's becoming overly dependent on the teacher.
The teacher, then, can "become overwhelmed and overburdened" (p. 17). Further advice is given.
The teacher is reminded that although they cannot take away the pain or the situation that the
student is going though, the teacher can still help: "by acknowledging the student's pain, by
offering respect for and compassion towards the student, and by establishing boundaries in order
to create a safe area in which both teacher and student can share the experience of learning a
language" (p. 18).
Beyond the issue of training and self-efficacy, several other factors may exist that explain
why TI Teaching is not widely used with adult ESL learners. Understanding those factors is well
beyond the scope of this thesis. However, this section has highlighted three prominent ones:
Constraints from curriculum/administrative barriers; concern on the part of teachers about their
self-efficacy in delivering a trauma-informed approach; and issue of boundaries and disclosures,
which can lead to vicarious traumatization. This section has also examined, briefly, what can be
done to minimize the risk to teachers of vicarious traumatization.

Summary
As ESL adults contend with trying to acquire English language skills and to acculturate,
the process is made more complex for those students who have been affected by trauma.
Symptoms such as memory impairment, poor concentration, low self-esteem, anxiety, fear,
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depression, low motivation, distrust of others, and somatized symptoms, among others can all
cause the learner's affective filter to be raised, impeding SLA and acculturation, as discussed in
this literature review. Indications in the classroom of the barriers from trauma have been
documented by Bekar (1999) from the Canadian Centre for Victims of Torture, by Gordon
(2011), and by Horsman (2000), as well as others.
How to meet the needs of adult ESL students in the classroom who have been affected by
trauma is an area of ongoing concern, and sufficient research on this does not exist in the
literature. Certainly, the experience of trauma is subjective; what one person experiences as
traumatic may not be traumatic to another. Also, the symptoms of trauma vary among
individuals and across groups, and PTSD includes the most severe ones. Considering there is no
way to know who has endured what form of trauma, and how they have been affected, having a
pedagogical model that addresses the needs of adults who have been affected by trauma to any
degree is needed.
This literature review has looked at what comprises TI Teaching in ESL in order to better
understand what teachers who use the approach are doing. What this section has shown is how
TI Teaching is implemented across populations of learners and settings from children to women
in literacy groups, and from refugees and victims of torture, to ESL adults. Additional factors are
the teachers' level of training, as well as their beliefs about the most important aspects of TI
Teaching to use and how to do that. To be fair to the authors of the literature reviewed here,
their articles were not necessarily written to delineate and describe every aspect of TI Teaching
they use; the descriptions for the articles may not be exhaustive. The aspects of TI Teaching
presented here represent a sample of the way some teachers and agencies use the approach. A
survey of these writers and researchers pointedly asking them which components of the approach
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they use may yield a different list altogether. It is also likely that with a more extensive literature
review, more components may be articulated.
Although there is a wide array in which components are used, safety is the aspect
discussed in each source, and the focus of the approach. What safety means for different teachers
and how it is implemented varied as well. Along with this, the issue of the need to make this
approach more of a wellness model was explored.
Other themes were building positive relationships between the students and teacher,
building community, encouraging a sense of belongingness, providing outside resources,
supporting the student's identity, the choice of curriculum, leveling of power, and how trauma
material and emotions were dealt with. A point of concern arose for this writer, in reading
Medley (2012) that suggested that teachers take on a role of addressing trauma directly. This can
be retraumatizing for students if not handled skillfully. Horsman (2000) wrote extensively of
addressing trauma, but her writings reflect a substantial skill set in addressing trauma, including
an awareness of the risks of harm. What stands out in the literature review is that there is a need
for training for teachers on trauma that includes the harm that can be done, and what should
guide the limits of what the teacher does.
As teachers search for answers to address the issues of trauma and how to mitigate their
effects on their learners, teachers pull from CRT to bolster their TI Teaching. In doing so, the
approach is much more asset-based and less deficit-based. The classic work of Freire (2018),
CRT researchers Ladson-Billings (1995) and Nieto (2009), and the work of Yosso have been
examined here, and indicate what can be blended into TI Teaching: leveling the playing field by
having the teacher and students co-construct the learning (Freire 2018, Ladson-Billings, 1995;
Nieto, 2009); focusing on seeing students and the communities they come from for the assets

35
they bring (Yosso, 2005, Nieto, 2009); and, using critical pedagogy (Freire, 2018, LadsonBillings, 1995, Nieto, 2009). The areas of overlap between CRT and TI Teaching include making
the classroom a safe space and using authentic materials/multiple intelligences (Ladson-Billings,
1995, Nieto, 2009). Certainly, it appears from the literature that CRT and TI Teaching can easily
fit together in the adult ESL classroom.
The blend of CRT and TI Teaching, along with the use of Affective Filter theory, appears
to form a model that enhances SLA and acculturation in the classroom. Without one of these
three components, the model is incomplete, and we risk not meeting the needs of these language
learners and, potentially doing harm, as Nieto (2005) pointed out. How teachers can take the
opportunity, instead, to make education transformative for these learners is the challenge.
Having a sound model of TI Teaching that blends trauma theory, affective filter theory, and
CRT, possibly with a wellness focus, appears to be a significant step towards that goal.
With proper training, teachers can be equipped with an understanding of how to apply TI
Teaching, including strategies, resources, and needed skills. However, barriers to using TI
Teaching exist, including concerns by teachers that they do not have the class time to teach
trauma-related material or the time to prepare it. Other possible reasons why TI Teaching is not
usually used are issues of self-efficacy, and concern about vicarious traumatization. In the
training developed for this project, these issues are addressed. If they can be overcome, ESL
classes for adult learners can be transformed to meet their needs in language acquisition and
acculturation and to support their healing. With this, the positive impact for these learners, and
by extension, their families, our communities, and our country becomes inestimable.
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CHAPTER III
THE PROJECT AND ITS DEVELOPMENT

Description of the Project
This project is a three-hour training designed for teachers of adult ESL students. The
topic of "Trauma-Informed Teaching in Adult ESL: The Essentials" was chosen because of the
need identified in the literature and by myself to provide training on the approach. Students who
have been affected by trauma often have symptoms such as anxiety, depression, low self-esteem,
and decreased motivation, which can raise the affective filter, making learning more difficult.
Furthermore, some students affected by trauma also experience symptoms including difficulty
trusting, memory impairment, difficulty starting new tasks, problems with concentration,
fearfulness, insomnia, headaches, and other physical symptoms. In more extreme cases, students
may show signs of PTSD, including flashbacks and dissociation. English language acquisition
and acculturation can be more complex and daunting for students affected by trauma, and what is
effective teaching for them needs to be understood by professionals in our field.
Although the role of the teacher should not be to engage in mental health counseling with
students, teachers need an approach that meets the needs of those students affected by trauma. It
is not possible for teachers to ascertain which students need mental health support and have
students receive it. Referrals to mental health services may be accepted and useful for some
students, but cultural issues for many students prevent them from making use of these services.
Additionally, mental health counseling or therapy for trauma can help long-term but does not
quickly alleviate symptoms for the student in the classroom. It is essential that teachers provide a
learning environment that supports language acquisition and acculturation and is conducive to
healing.
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Trauma-Informed Teaching is an approach that can meet these needs of students affected
by trauma. It is also effective in meeting the needs of those who have not been affected by
trauma (Medley, 2012). Yet, it is not often used. One reason may be that approach is not widely
known. There is also little information in the literature about what, exactly, Trauma-Informed
Teaching with adults includes. Also absent is curriculum and data on outcomes from using the
approach. In this project, it is assumed that a primary reason for teachers not using the approach
is a lack of training on it. A second reason, also assumed in this project, is teachers' concern,
understandably, about being overwhelmed by students' emotions and disclosures of trauma and
how to contain these in the classroom. With this in mind, the project is designed to address these
issues and others. Of note, no stories of trauma are included in the training, in order to minimize
the risk that a participant will experience vicarious traumatization because of what they hear.
Undoubtedly, the training is biased. I bring my education and experience from being a
Licensed Clinical Social Worker, and having worked for 25 years in the mental health field, the
last 11 years of which were as a psychotherapist in private practice. I also bring what I have
understood for the limited literature review I have conducted. Additional influences are from my
personal experiences, and volunteer work. These include providing refugee foster care and
refugee resettlement support, and addressing issues of poverty, homelessness, and homophobia.
Other personal biases come from fighting human trafficking and supporting others dealing with
issues of substance abuse, mental illness, and loss. Furthermore, the training is biased by my own
use of Trauma-Informed Teaching in adult ESL classes since June of 2017. Although the
education and experiences I bring enrich the training, they also guide and limit its course.This is
even more so due to the absence in the literature and in TESOL classes of what, exactly, TI
Teaching is and how to deliver it in the classroom.
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The training utilizes a combination of education, and the sharing of experiences,
strategies, insights, skills, and resources, by me and among participants. Incorporated into the
training are pre-and-post self-assessments and individual activities, as well as pair and group
work, role plays to practice new skills in setting boundaries and managing challenging classroom
situations related to trauma, and other kinesthetic activities. Participants receive a copy of all of
the slides from the training. Included are activities to use in the classroom right away,
suggestions and resources for curriculum development, instructions on teaching a particularly
effective coping skill, and a list of references for further reading. With this training approach,
participants can gain the needed knowledge and skills, and also experience a sense of agency to
use Trauma-Informed Teaching.
The population targeted for this training is ESL teachers at community colleges, adult
schools, and community-based organizations. The reason is because these institutions serve the
greatest number of adult ESL students in California. Furthermore, I am an ESL teacher in a
community college in the San Francisco Bay Area, and local community colleges are where the
trainings will be offered, at least, initially. As these teachers learn how to use the approach and
implement it, not only will their students receive the type of ESL class they need, but, by
extension, their families and communities will be positively impacted as well.
The training consists of six parts: 1) Getting Started; 2) Understanding Trauma, its
Causes, and its Impact on ESL learning; 3) CRT, How it Blends with TI Teaching, and Why
CRT is Essential; 4) Incorporating CRT and TI Teaching into the curriculum; 5) What is Hard?
Triggers, Managing Crying, Disclosures, Boundaries, and Referrals; and 6) Creating a TI
Lesson, Sharing Take-Away's, Gallery Walk, and Feedback.
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The Plan for the Training: 6 Sections
1. Getting Started
This section starts with a warm up activity. When participants arrive, they are asked to
anonymously answer 3 questions, each one on a large piece of paper displayed around the room:
"On a scale of 1-10, with 10 being the highest: 1) How prepared do you feel to respond to your
students regarding trauma? 2) How prepared do you feel to teach self-care? 3) "How concerned
are you about getting overwhelmed and/or burned out by the trauma students might share?"
(Leichtle, 2018). The questions serve two purposes: to have participants reflect on their
knowledge, skills, and comfort level, and to provide a way for me to gauge what they need.
As participants finish, they are asked to complete a 10-question self-assessment of prior
knowledge in a True/False format (Leichtle, 2018). This activates prior knowledge and,
considering that most teachers will get the answers correct, may serve to lower their affective
filter. Participants are also asked to share at their table where they teach and what they want to
get out of the training. Lastly, thought-provoking quotes are at the tables, and participants are
asked to discuss their reactions to them. These activities are intended to reduce the affective
filter, for participants to start to form positive working relationships with others at their tables,
and for them to reflect on what they want from the day. This can influence what is presented, as
will be discussed later.
As the presentation begins, I introduce myself, and why I use TI Teaching. I also ask
participants to raise their hands to indicate where they teach. This serves for me and others to
know who is in the room, and so people feel a little more "seen." I then set expectations for the
day. This includes my not sharing trauma stories. I ask participants to make the same agreement
at their table so that everyone can feel confident they will not experience vicarious
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traumatization from participating in the training. I also explain that the goal of the day is NOT to
make a teacher into a counselor or therapist, but rather, to equip teachers with more knowledge,
skills, strategies and resources regarding trauma. Furthermore, I convey that TI Teaching is an
approach, not a method, and that I am not going to be telling them how to teach, what to teach, or
what to apply from today's training--they will decide how this training fits with their teaching
and what they want to use.
I then describe the agenda for the day, including the activities and break. I invite people
to take care of themselves and take a break when needed. Also, I point out that there are small
pieces of paper on the tables on which to write a question. The questions will be collected and
answered after the break and at the end of the day. I also ask if there is anything someone wants
covered that is not already on the agenda, and if so, those are noted and displayed publicly so
everyone can see what to expect. All of this conveys a predictable environment, respect, and
inclusion. It also may lower the affective filter for some participants.
Next, I review the posters and what numbers people indicated for each question. I point
out the commonalities and themes, in order to gauge where the participants are in their
confidence regarding dealing with trauma, teaching self-care, and their concern about being
overwhelmed. Making it public helps to create a feeling of shared experience and community.
I then review the quiz and ask people if they disagree with the answers I have provided.
This models my being vulnerable and learning with them. Most people will get the questions
correct which may cause them to lower their affective filter and increase their confidence and
engagement in the training.
2. Understanding Trauma and TI Teaching
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This section provides information about what trauma is, and how it may be shown in the
ESL classroom. Participants are asked about the symptoms they see in their own class. A passage
written by a teacher about not knowing how to respond to trauma in her class is then read and the
teacher's response of feeling confused and inadequate is normalized. The theoretical basis of TI
Teaching is explained with a visual. Next, a quote is provided by a teacher who described why
the approach can work for students not affected by trauma, as well as for those who have been.
Following, the components of TI Teaching are discussed. The emphasis is on providing
safety in the classroom, and ways to increase the feeling of safety for students are offered. A key
component is developing an Agreement with the class about class norms, and participants are
asked to discuss this concept. This section concludes with discussing the importance of
belonging and a visual based on Maslow's Hierarchy of Needs is shown.
The activities of providing information, sharing experiences, highlighting the need for an
approach that is trauma-informed, and normalizing not feeling adequate as a teacher in dealing
with trauma combine to form a case for using TI Teaching. The aim of focusing on safety is
because it is the core of the model. Also, focusing on one key aspect increases the likelihood that
participants will understand how they can incorporate it in a practical way in their class. With
this, participants may begin to feel a sense of investment in the approach and confidence that
they can start to implement it.
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3. Culturally Responsive Teaching
In this section, the components of CRT are explained, along with its importance.
Examples of activities are provided. Participants most likely are already doing some Culturally
Responsive Teaching, even if they have not been calling it that, and they are validated for their
work. Participants are also encouraged to think about how they can incorporate more CRT into
what they are already doing. They are asked to share at their table what they are already doing in
their class that is culturally responsive. This provides positive reinforcement and also allows
participants to learn from each other. Participants are asked to share some of their strategies or
activities with the whole room, adding to the knowledge and the sense of community.
4. Blending CRT with TI in the Curriculum
The two ways that CRT and TI blend into curriculum are shared with many examples of
both. Visuals are provided, along with the responses from my students who did the lessons in
classes. Then, how to teach Total Physical Response (TPR) with emotions is demonstrated.
Next, how to teach the self-care skill of Progressive Muscle Relaxation is shown. I then share a
story of an experience in my class where TI Teaching and CRT were blended spontaneously and
what happened. If there is time, I also share about how we celebrate holidays and birthdays. I
then validate that non-credit classes have more flexibility with curriculum quite often, but that
everyone can do TI Teaching in small and powerful ways. From there, I cover guidelines for
teaching sensitive topics, and ways to teach about family without using a family tree. Lastly, I
cover ways to teach about going to the doctor and vocabulary of body parts. This section gives
participants concrete strategies and skills to enable them to use the approach in the context in
which they teach. The section also references the report by Castellanos (2018) regarding ways
ESL teachers can increase their sense of self-efficacy.
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5. What is Hard? Triggers, Managing Crying, Disclosures, Boundaries, and Referrals
So far, participants have learned about trauma and TI Teaching, why it is used, how CRT
fits in, and how it is all blended together. Participants have also formed some rapport with people
at their table, paving the way to discuss what is more challenging for many teachers. We discuss
triggers, and how to manage crying in the classroom, as well as disclosures of trauma by
students.
Participants then learn how to set boundaries and role play two scenarios after I first
demonstrate for them. Support is built into the structure of the role plays: In groups of four, one
person is the teacher, one is the student, one is the coach for the teacher, and one is the observer.
Roles are rotated so everyone has an opportunity to try out more than one part. I move around
the room to answer questions, problem solve, and coach individuals if needed. Then, we have a
debriefing to see share the experience and learning. The goal of this is to provide participants
with practice doing something they may not feel comfortable doing (setting limits), develop
more empathy, and support each other.
A less emotionally charged topic follows, and that is providing referrals. Participants are
asked to talk at the table about referrals that they commonly use and which ones they are looking
for. If needed, I facilitate the sharing of resources for everyone by asking those who have
specific resources to write them on a large piece of paper to be displayed (and photographed)
later by participants.
6. Creating a TI Lesson, Sharing Take-Away's, Gallery Walk, and Feedback
In this final section, participants choose to work alone, in pairs, or in groups of three or
four. The task is to develop a lesson that includes aspects of TI Teaching, and put the lesson on a
large piece of paper to be displayed in the room. Participants are also asked to reflect on their
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takeaways from the day and to write one (or more) on a piece of paper provided at the tables.
The little pieces of paper are collected and attached to a large sheet in an artistic way, and hung
up in the room. The purposes of these activities are to solidify their learning, to experience the
support and benefit of collaboration, and to increase the feeling of community by sharing.
Participants are invited to do a Gallery Walk and take pictures of any lesson plans or takeaways
that they are interested in.
Closing
The training concludes with a brief time for feedback. The feedback serves to enhance
the future trainings, and to reinforce for participants what they gained and what challenges they
still face. During the closing, I also stay to answer questions and provide additional information
and resources, as needed. I also invite participants to exchange contact information with each
other to continue the support they experienced in the training.

Development of the Project
From the beginning of when I started working in an ESL classroom with adult learners, it
was clear that a trauma-informed approach would be essential to provide. One of the first days in
class as a volunteer teacher assistant, students were given a post test. I was asked by the teacher
to sit with a student who was crying. She is a great grandmother who had no formal education
before coming to ESL class. She could not understand the test and was scared about what would
happen if she could not do it. The test (with the teacher's permission) was thrown away, and the
student was reassured that the test did not matter. Other students showed a high level of anxiety
about learning, too. As they became more comfortable, they revealed in class their depression,
panic, isolation, and feelings of loss and loneliness. Some of the students talked about being
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survivors of domestic violence and childhood abuse. There was one day when a student sat
sobbing; it was the anniversary of when she was raped on her way to the United States. A
community-based organization offered the class, and when the teacher left a few months later, I
was hired, even though I had no formal training to be a teacher.
With some knowledge and experience regarding addressing trauma, it was not difficult
to teach the students in a way that worked for them. Lowering the affective filter and building
respectful, trusting, supportive relationships and a sense of community became the focus. The
median level of education was second grade, and most students needed to learn to read. The
textbook was indecipherable to most of the students so it was set aside. I did a needs assessment
and taught life skills and language acquisition, using role plays with props, grammar games,
group work, pair work, children's books, art, manipulatives, movement, drama, and basic
conversation and grammar exercises. I also developed an extensive lending library of books,
movies, and puzzles for students to use at home and to connect with their families. Music was
added later, once I had taken some TESOL courses. The great grandmother described above
started leading us in Tai Chi every day before our community lunch to reduce stress. When
strong feelings arose in class, they were addressed and contained. When students spoke of
difficult relationships, health problems, and family issues, the other students and I offered
support and resources.
The students responded well, and my approach continued to evolve. Attendance and
student retention improved, and the students started becoming more willing to take risks to use
their English in class and in their communities. The students talked about feeling safe in class,
enjoying it, and having a sense of belonging there. They also expressed feeling less anxious and
more hopeful that they can learn, and that they can make changes and reach their goals. They
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found an enjoyment of books and reading, and they started reading to children in their families.
Some students started talking to their doctors in English, going for job interviews in English, and
ordering food in English at restaurants. Other students started participating in their children's
school more, and feeling more successful in their family roles. As one student said about our
class, "Here, I have learned how to talk to my manager [at work], but more than that, I have
become secure in myself as a person and as a woman" (personal communication, May, 2018).
These results, while anecdotal, indicated that the approach was very effective for language
acquisition, acculturation, and to support healing. As I learned about CRT, it was incorporated
into my approach, as well. Thus, became the foundation of the model used in this class.
In two other classes I taught, a trauma-informed approach was used, particularly
lowering the affective filter. However, both of those classes had very different types of learners
requiring a different blend of teaching approaches. The students preferred a more traditional
approach, so Direct Method, along with Communicative Language Teaching, were emphasized.
The students responded well.
When the funding was lost for the classes, a local community college stepped in and
hired me to teach the class first described above. The woman from the community college who
came to observe the class and hire me, commented that the students are "highly traumatized"
(personal communication, June, 2018), and to continue with the same teaching approach,
including using art and music--and to "add yoga" (ibid). It was this support that allowed me to
continue to develop and use my version of Trauma- Informed Teaching.
At the time, I did not realize that TI Teaching was what I was using. It was a fellow
student in the University of San Francisco Master's TESOL program who pointed it out. It was
then that I started researching TI Teaching, wanting to know what the approach entails and how
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other teachers use it. From that research, as well as from talking with students in the TESOL
program and other teachers, and from presenting on the approach, it became clear to me that
most other teachers were not using it. In fact, as of the writing of this paper, I have yet to find
another teacher of adult ESL classes in the San Francisco Bay Area who says TI Teaching is
what they use. However, the teachers I have talked to about TI Teaching, expressed a need for
the approach and an interest in learning about it. From there, this project began.
The training is designed for my use. It may also be beneficial for others who want to
provide a training on TI Teaching. The training is, by no means, without bias, as mentioned
above. It is also by no means exhaustive. It is limited by a three-hour time constraint, as
recommended by my professor. It is also limited by the knowledge, skills, strategies, and values I
currently have regarding trauma and Culturally Responsive Teaching. However, the training
encompasses basic information on TI Teaching, strategies, and practice in developing TI
curriculum and in managing some of the most challenging situations. Additional resources for
teachers are also provided. These are the essentials in the approach. The training is designed with
best practices in mind. These include accessing prior knowledge, using multiple teaching
modalities, including role playing and kinesthetic activities. Furthermore, the training supports a
sense of community and self-efficacy. All of this is used to increase the learning and the
likelihood that teachers will feel confident enough to start using TI Teaching with their adult
English Language Learners.
This training addresses the three problems discussed in this paper. The first is that many
ESL students have been affected by trauma, which can interfere with their learning. The second
problem is that, although there is an approach, Trauma-Informed Teaching, that can meet the
needs of these learners as well as those not affected by trauma, it is not usually used in ESL
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classes with adult learners, at least not in the San Francisco Bay Area. This is most likely
because teachers have not been trained in the approach. The training addresses the other likely
reasons why the approach is not used: teachers feel they do not have time because of curriculum
constraints; they do not have high self-efficacy in dealing with trauma; and, they are concerned
that they will experience vicarious traumatization. The third and final problem, a lack of
trainings available on TI Teaching, at least in the San Francisco Bay Area, is partly alleviated by
the development of this project. With this training, teachers can learn to provide students affected
by trauma with the educational environment they need to support their language acquisition,
acculturation, and healing.
The Project
The project can be found in its entirety in the Appendix.
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CHAPTER IV
DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS

Conclusions
This project, with its accompanying training, have addressed the three problems raised in
this paper. The first is that many adult ESL students have been affected by trauma, due to
various reasons, and the trauma symptoms can raise the affective filter and interfere with
language learning, and acculturation. The second problem is that, although there is an approach,
TI Teaching, which can meet the needs of these learners, as well as learners not affected by
trauma, most ESL teachers of adult learners do not use the approach. This is most likely because
they have not learned about it in TESOL courses, have not been trained in it, and/or are afraid
that they will be ineffective and/or overwhelmed by hearing trauma material or dealing with
students' emotions. These concerns, while valid, can be addressed in a training. The third
problem is that such trainings are not readily available, at least, not in the San Francisco Bay
Area where I teach.
After identifying the need for a training, I decided to develop one for ESL teachers in
community colleges, adult schools, and community-based organizations. The literature review
examined the impact of trauma on ESL adult learners, what teachers who use the approach do,
and how CRT fits in to the model. Other concerns by teachers about using the approach,
including the risk of vicarious traumatization, and how to address these issues, was also
investigated.
The literature review pointed to a common core principle of providing a feeling of safety
for students. Other common themes were developing a sense of community, having positive,
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caring relationships, being supportive, and being culturally knowledgeable and skillful. It
seemed that many teachers were already including aspects of CRT; there is a large amount of
overlap in the approaches. CRT, too, appears to be an approach with a wide array of how it is
conceptualized and implemented. Whether or not the approach needs to be more of a wellness
model was also briefly explored.
Understandably, in the literature review, there was great variation in how teachers
handled trauma content. Some teachers tried to avoid it, and others created lesson plans around
it and encouraged disclosures. A concern to be noted here is that teachers can do harm to the
student who shares their story, even if the teacher thinks they skillfully handle it. The other
concern is for the other students in the room, as it may be traumatizing to them to hear the
content. Of course, it can be argued that the teacher who does not want a student to disclose in
class is depriving that individual of the chance to heal and to get support from the class.
Certainly, how to handle trauma content needs to be looked at further, including how teachers
currently manage it, what reasons lie beneath their actions, and with what outcomes.
On the surface, it appears that much of what constitutes TI Teaching consists of best
practices in teaching: Creating a safe space, developing a sense of community, building trust,
having positive relationships, being flexible and understanding, and seeing students for who they
are and all the assets they bring. Also included are believing that all students, without exception,
can succeed, being student centered, using multiple teaching modalities, giving options,
providing curriculum that is culturally responsive, addressing issues of social justice. . . What
teacher would not say they strive to provide all of this? However, I would argue that the
difference between solely using best practices and doing TI Teaching is two-fold. One aspect is
being especially mindful and intentional about providing all of these components; while they are
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beneficial to all students, those students who have been affected by trauma are in great need of a
trauma-informed approach. The other aspect is that TI Teaching includes having an awareness
that something might be related to trauma and may need to be understood differently, or
responded to differently, such as a student's difficulty concentrating, challenges with forming
trusting relationships, crying in class, or having physical symptoms of stress. Best practices are
part of TI Teaching, but the approach requires more awareness, intentionality, and particular
skills in creating and maintaining the needed environment.
It also seems that TI Teaching has a branding problem. This may be why many teachers do not
use the approach. If teachers understood that TI Teaching can equip them with the knowledge,
resources, and skills necessary to provide students with the environment they need in order to
learn, acculturate and further their healing--without the teacher feeling traumatized in the
process--they may be open to it. Additionally, although TI Teaching includes a needed CRT
component, it is not reflected in the name. If it were, that might help teachers to feel more open
to the TI Teaching, as teaching in a culturally responsive way may seem more desirable and
attainable than solely a trauma approach. Also, if the approach has more of a wellness focus, as
has been discussed, teachers would be more receptive to it. This would need to be developed,
though, without losing the trauma-sensitive aspect of the approach.
Recommendations
If the field is going to embrace TI Teaching, several changes need to be made. First of
all, more research is needed on the approach: What exactly the model is and needs to be, how to
deliver it, and what the outcomes are. This should include how to use CRT, an essential
component of TI Teaching. Curriculum needs to be developed for the approach, as well.
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As a profession, we need to decide on guidelines for dealing with trauma content and
how. For some teachers, it is essential to have students share their stories of immigration, of
their childhood, loss, family, etc.; other teachers avoid such topics.
Along with more research and consensus on guidelines for dealing with trauma content,
the field needs teaching and training on TI Teaching. TESOL programs to teach the approach in
their methods course. TESOL textbooks should include the approach. Without being taught TI
Teaching and having it in textbooks, many ESL teachers will not have an opportunity to learn
about the approach, unless they seek it out. Furthermore, trainings should be offered through
professional conferences and through work sites. This not only reinforces the previous learning
for those teachers who went took a methods course, but also reaches the large numbers of ESL
teachers who have not. At a bare minimum, ESL teachers need to learn how to increase the
sense of safety for students in their class, as this is the core of the approach. It is also what every
teacher is able to do, no matter who kind of population they teach, curriculum requirements they
have, or administrative constraints they work under. Finally, teachers should also have on-going
support in using the approach, in obtaining resources for their students, and in sharing best
practices, challenges, and successes.
The field also may need to consider rebranding the approach. Calling it "TraumaInformed, Culturally Responsive Teaching, " although accurate, is cumbersome. Perhaps, since
CRT is part of best practices and should be used by teachers anyway, CRT may not need to be in
the name. Instead, the approach could be called the "Trauma-Informed Wellness Approach," or
"TIWA" for short. This would maintain the trauma-informed knowledge and skill base, and yet,
make it clear that wellness is the main focus. As noted above by Ginwright (2018) wrote that the
approach is "healing centered engagement" (p. 4), and it views "those exposed to trauma as
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agents in the creation of their own well-being rather than victims of traumatic events" (p. 5). In
any event, with some renaming, and accurate information on what the approach offers, teachers
are more likely to be receptive to it.
Once teachers are trained in TI Teaching (or TIWA), the possible implications are hard to
imagine. Not only will students receive the class that meets their needs for language acquisition
and acculturation, but an environment conducive to their healing, also. The unlimited potential
benefits extend from there, for the students, their families, our communities, and country, as
well.
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Workshop: "Using Trauma-Informed Teaching in Adult ESL: The Essentials"

Elizabeth L. Eastman
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Description

This workshop was designed for my use. It is geared towards ESL teachers at community
colleges, adult schools, and community organizations. The training may be helpful to others who
are interested in presenting on the topic, or learning more about Trauma-Informed Teaching in
adult ESL.
What follows is the Table of Contents for the training, and then the Detailed Outline of it.
This includes time guidelines, notes, directions to myself, and some script. The slides are
indicated by the color blue, the directions to myself are in purple, and the script is in magenta.
After the detailed outline are the quotes participants will be using at their tables. These
quotes will be cut, folded in half, and placed in a bowl at each of the tables. Participants are
asked in the beginning of the training to take a quote, and discuss it with the person next to them.
Afterwards, they are to return the quote to the bowl and take another one.
After the quotes is the Pretest/Self-Assessment, and then the Feedback Form. Lastly, the
slides are included. All participants will receive a full copy of them.

Elizabeth L. Eastman
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Workshop: "Using Trauma-Informed Teaching in Adult ESL: The Essentials"
Table of Contents

I. Sections and Time Frames
II.

Preparation

III.

Getting Started

IV.

Understanding Trauma, Its Impact, and Trauma-Informed Teaching
(TI Teaching)

V. Culturally Responsive Teaching (CRT): What it is and why it is an essential
component of TI Teaching
VI. Blending CRT into the Curriculum
VII. What is Hard: Triggers, managing crying, disclosures, boundaries, and
referrals
VIII. Pulling It All Together: Creating a TI lesson plan, sharing takeaways, and
gallery walk
VIII. Closing: Feedback form, and more questions
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Workshop: "Using Trauma-Informed Teaching in Adult ESL: The Essentials"
Detailed Outline
Time Frame: 3 hours
Section 1: Getting Started, 25 minutes
Section 2: Understanding Trauma and Its Impact on the Learner, and Trauma Informed
Teaching (TI Teaching), 20 minutes
Section 3: Culturally Responsive Teaching: What it is and why it is an essential component of
TI Teaching, 15 minutes
Section 4: Blending CRT & TI in the Curriculum, 20 minutes
Break: 10 minutes
Section 5: What is hard: Triggers, managing crying, disclosures, boundaries, and referrals,
40 minutes
Section 6: Pulling It All Together: Creating a Lesson, Sharing Takeaways, Gallery Walk, 40
minutes
Closing: Feedback Form and More Questions, 10 minutes

Preparation:
a. Have each of these quotes on strips of paper, folded, in a bowl in the center of each table for
participants to discuss:
“We survived, that should be enough but it isn't. We must work hard to become whole again, to
fill our soul with love and inspiration, to live the life that was intended for us before it was
disrupted by war and horrors, and help rebuild a world that is better than the one we had just
left.” - Loung Ung (Krivitisky, 2017)
"She needed a hero. . .so she became one."
“If you have come here to help me you are wasting your time, but if you have come because
your liberation is bound up with mine, then let us work together.” - Lilla Watson
". . . education is not an affair of "telling" and being told but an active and constructive
process. . ." (John Dewey, 1916, as cited by Nieto)
"Knowledge emerges only through invention and re-invention, through the restless, impatient,
continuing, hopeful inquiry human beings pursue in the world, with the world, and with each
other." (Freire, 2018, 50th anniversary edition).
Trauma is "a response to a stressful event in which a person's ability to cope is dramatically
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undermined." (Medley, 2012)
"Traumatic events overwhelm the ordinary systems of care that give people a sense of control,
connection, and meaning." (Herman, 1992 originally published, using 2015 edition)
b. Have poster-sized sheets around the room hung up with markers at every station with these
questions:
On a scale of 1-10, 10 being the highest and 1 being the lowest:
1) How prepared do you feel to respond to your students regarding trauma?
2) How prepared do you feel to teach self-care?
3) How concerned are you about getting overwhelmed and/or burned out by the trauma
students might share?
c. Have little slips of paper and pencils/pens at the tables so people can write down a question
and give it to me without needing to ask the question in front of everyone. Responses to the
questions will be provided after the break and at the end of the day.
d. Have copies of the Pretest/Self-Assessment on all the tables with pens and pencils.
e. Have copies of the Feedback Form for the end of the training.
f. Have a pad of large poster size paper and markers for the Lesson activity, and for sharing
takeaways. Bring tape for the paper and the takeaways.

SECTION 1: Getting Started, 25 minutes
a. Activity when participants arrive: Ask participants to answer the questions listed above.
b. Activity when finished: Ask participants do self-assessment/quiz at their seat on knowledge
about trauma. Then, they need to talk to people at their table about where they teach, what
they want to get out of the training, and the quotes that are on their table.
[Slide 1 is on screen]
c. Introductions: Introduce self, including why I use TI Teaching. Ask participants to raise their
hands if they are from X college, X program, Credit, Non-credit, etc. so we can see who is in
the room.
d. Explaining the agenda and and setting expectations for our time together:
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● I will NOT be sharing any trauma stories. I don't want anyone to be traumatized, which
can happen. I am going to ask you now to turn to the people and the table and make the
same agreement today, that you will not be sharing trauma stories. . .
● Also, the goal here is NOT to try to make you into a counselor or therapist. You already
deal with trauma material, indirectly, and I want to help you have more strategies and feel
more confident when you do in your role as a teacher.
● I will be sharing how I use TI Teaching with adult ESL students, and what the literature
says about the approach. But, this is an approach, not a method. I will give you
suggested guidelines and lots of examples and we will practice skills. But, I am not
going to tell you how to teach, what to teach, or what to apply from today--you will
decide how this fits with your teaching and what you want to use.
● If you don't understand what I have said, or need me to repeat what I said, please, raise
your hand. Otherwise, if you have a question, please, write it down on a piece of paper
that is on your table and put it on this table when it is convenient. I will answer questions
right after the break, and at the end of the day. You can also contact me after the
workshop with a question.

e. Slide 2: Today's training consists of 6 parts:
1) Getting started
2) Understanding trauma--definitions, causes, its impact on learning in the ESL
classroom, aspects of TI Teaching. There are many, but I will be focusing on increasing
the feeling of safety in the classroom, as that is the most important aspect and central to
everything you do.
3) CRT. Aspects, and how it blends with TI Teaching, and why it is an essential element.
(Break 10 minutes)
4) Blending CRT into TI Teaching in the curriculum.
5) What is hard? Triggers; managing crying; disclosures; setting boundaries;
containment; and referring. Anything else?
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6) You create a TI lesson, Sharing your take-aways, Gallery Walk
Closing: Feedback Form, Questions
Is there anything else important to you that is not on our agenda? (Ask a participant to list
them on a piece of paper for us.)
f. Look at the posters/answers: Point out common responses and themes.
g. Slide 3: Review answers to quiz. (Most people will get it almost all correct.)
● Having knowledge about this is a great start.
● If you teach adult ESL students, you are probably already doing a lot of what TI
Teaching is about--the training will remind them of what they already know, and possibly
introduce some new concepts or resources or strategies.

SECTION 2: Understanding Trauma, Its Impact on the Learner, and
Trauma-Informed Teaching (20 minutes)
a. Slide 4: Definitions of trauma. (Herman, Adkins)
b. What are possible causes of trauma for our students? Ask for responses
Add any that were not mentioned by participants: war, sexual assault, loss (of person, home,
community, role, health), on-going poverty, especially because of Public Charge, and for some
students, domestic violence.
c. In TI teaching, instead of trying to identify students with trauma and try to figure out how to
meet their needs, we provide a safe environment for all and the best teaching practices for ESL
adults work well for everyone, not solely the students who have been affected by trauma
d. Direct participants to do this activity at tables: Discuss what possible symptoms of trauma
you see in your class. Please list them.
Ask what people said.
Slide 5: Possible symptoms. Explain terms: PTSD, dissociation, somatization, flashbacks,
dissociation.
e. Slide 6: Affective filter theory
f. Slide 7: Read this passage on slide from Leichtle (2018):
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One of the students was crying at her seat. "I asked what was wrong and she just shook her head.
One of the other students told me that she was 'sad to be remembering.' I asked her if there was
anything I could do for her or anyone else she would like to go talk to, and she shook her head
again. Unsure of what to do, I sent an email to the school psychologist and continued with the
lesson. She spent the remainder of the hour isolated at the back of the room while the rest of us
talked about Halloween vocabulary. (emphasis added) (p. 1)
Reactions? Painful, right? I feel for the teacher, the student, and the other students. And the
teacher's reaction it is understandable--she did the best she could. She didn't know what else to
do, and that is what led her to TI Teaching.
f. Slide 8: TI Teaching has three theoretical components: Trauma theory (medical model),
Affective Filter theory (Krashen), and Culturally Responsive Teaching. They overlap.
g. Slide 9: Definition of TI Teaching, according to SAMHSA. Include "Empowerment, voice,
and choice"
h. Slide 10: Components of TI Teaching--I will go through all of them and today, we will be
focusing on just one, safety, which is the core of the approach.
i. Slide 11: Quote from Medley 2012: "Teaching approaches that are sensitive to the needs of
the trauma-affected comprise good instructional practice for all learners."
j. Slides 12 and 13: Safety is the core of TI Teaching: Ways to increase a feeling of safety.
Explain Agreement. Ask students to talk at their table for a minute about this concept of having
an Agreement that included these things. (How would that feel to you? How might it help?)
k. Slide 14: Belonging: Maslow's Hierarchy of Needs. Remember that our students can feel
isolated in their communities, including on campus, because of linguistic and cultural differences
so it is very important that we support their sense of belonging.

SECTION 3: CRT Culturally Responsive Teaching (CRT): What it is and why it
is an essential component of TI Teaching (15 minutes)
a. Slide 15: Components of CRT.
b. Slides 16: What's the importance of CRT?
c. Slide 17: Quote from Gloria Ladson-Billings
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d. Slide 18: Examples of activities for acculturation and community building. Find out which
languages students do speak and what talents they have. First day of class, do "Teach me your
name" activity.
e. You already do CRT to some extent. Perhaps, you will want to bring more awareness to what
you do and see if you can add to what you are already well.
f. Activity: Ask participants to jot down a few ways they already show cultural
sensitivity/responsiveness already and then have them share at their table. Does anyone want to
share what they do?

BREAK (10 minutes)
SECTION 4: Blending CRT & TI in the Curriculum (20 minutes)
a. For Curriculum options, you either blend it into the lesson, or teach it as content. I will
explain both with lots of examples.
1) Slides 19, 20 Examples: Blending Teaching verbs, conversation/writing
2) When you want to do a lesson that is more directly trauma-informed content, you have two
options. I find them both to be very effective, and it just depends on what you want to do
and what your curriculum allows.
One way is to teach directly about emotions, self-care, values, wants, needs, boundaries,
coping skills, etc.
The other way is to teach a skill, like yoga, Tai Chi, developing a gratitude
practice, Progressive Muscle Relaxation, using visualizations, mindfulness, or another
related skill. Let me show you some examples:
a) Slides 21 - 23: Art projects
b) Slide 24: Other resources/ideas
c) Slide 25: TPR for emotions
d) Slide 26: Progressive Muscle Relaxation has been shown to reduce depression, anxiety,
insomnia, and tension headaches (Krivitsky). PMR has acceptance in many other
countries, so it may be familiar and acceptable to your students
[Turn off slides for now.]
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b. Tell story that illustrates TI Teaching that included CRT: After Spring Break last year, the
students were very excited to be back together in class. They happily expressed this, and talked
about what they had been doing. Then, they revealed traumatic events that had happened--some
students were sad, worried, and scared. Then, I decided it was the right time to give the students
the bad news that a previous student had died. Some students cried. Acknowledged feelings,
offered water and tissues. Talked about coping skills/self-care but that didn't go far. Did deep
breathing. Still heaviness. I asked them what we should do, since going to the grammar lesson
didn't seem to make sense. Since they pray every day, I asked them if they would like to pray
now together. One student offered to lead the prayer but in Spanish--of course, that was fine.
Everyone stood up and prayed, some people cried. Afterwards, it still didn't seem right to go to
the grammar lesson. I asked the students what they thought, and someone said, "Let's go
outside!" So, I gave a break for students to go outside, use their phone, or whatever they wanted.
Then, the mood had shifted and we were okay and ready to get to grammar. What aspects of
CRT and/or TI did you hear in the story?
c. (If there is time) Share about how our class celebrates holidays and birthdays.
1) El Dia De Los Muertos (alter, crafts, decorations, and people have the option of talking
about someone who has passed who they would like to honor--they have prepared what they
are going to say, and the class is prepared for the emotional content, special lunch);
2) Mother's Day (students prepare to say something to honor a woman in their life or someone
they don't know but admire, or a woman in history, special lunch);
3) Birthdays (a poster folded in half with Happy Birthday, stickers, candies, and each student
writes something for the birthday person. Cake or other dessert with candles, 2 birthday
songs--one in their language, and then "Happy Birthday to you" song in English. If you or
someone else in the class can play an instrument, consider having them play a song for the
birthday person.
e. With Non-credit classes, we might have the option of field trips, arts and crafts, community
lunch/snack every day. Remember to include their guests/family members when possible. If so,
you might plan some activities along these lines. If you teach classes for credit, you work into
the curriculum what you can.
Remember, though, that the most important aspects of this approach can be done with small
changes. We have talked about increasing the feeling of safety, showing caring, learning about
the countries your students come and what they might be fleeing, using cross-cultural
communication skills, and drawing out previous knowledge and assets your students bring, We
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have also discussed weaving in themes of social justice and self care when possible, and
remembering this is about empowerment, voice, and choice. We can all do these things, and that
is great--doing other activities like taking field trips, having community lunches/events, doing art
projects, are extras and NOT required at all.
f. Slide 27: Guidelines for teaching sensitive topics
g. Slide 28: Ways to teach about family without the family tree
h. Slides 29-32: Lesson: going to the doctor, teaching body parts vocabulary

Section 5: What is hard: Triggers, managing crying, disclosures, boundaries,
and referrals, (40 minutes)
a. Slide 33: Triggers.
What are common triggers?
Questions that you probably want to avoid include, "How did you get here?" "Tell us your
immigration story." "Why did you come?" "Asking about childhood," or other personal
information.
Ask participants, What else?
Anything can be a trigger! So, avoid the obvious ones, and be prepared to respond when
someone is triggered.
b. Still Slide 33: Managing crying.
Slide 34: I think of it as 4 Actions on my part: Show Compassion, Offer Culturally
appropriate Comfort, Involve the Community, Do Containment--4 C's, Compassion,
Comfort, Community, Containment
Demonstrate in a role play a scenario with a student crying.
Slide 35: The 4 roles: Teacher, Student, Coach for teacher, and Observer
Ask participants in the audience: What did you see happen?
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Ask the Teacher, then the Student, then the Coach, and then the Observer how it felt/and
comments.
Arrange for role plays in groups with 4 people: Teacher, Student, Coach for Teacher, and
Observer: Role Play #1: Crying student
10 minutes for the group, so they can switch roles
c. Handling disclosures Demonstrate handling disclosures in class using the same 4 "C's." Ask
the Teacher, Student, Coach, and Observer for reactions and comments.
Role Play #2: Handling disclosure with same 4 roles
d. Slide 33 again A word about boundaries: They are limits we set.
Why we need them for ourselves,
our student who is needing something, and for the other students. Examples of what
students might do that push your boundaries a little. Trusting your inner voice/indicator.
Consulting with trusted colleagues. Getting support.
e. Still Slide 33: Referrals:
If you don't already, you will want to have a list of referrals, ready to go. Talk at
your table about some of the resources you have needed for your students, or resources you
need to find. Remember that mental health and social service referrals may be difficult for
some students to accept. Think of resources they might be more open to.

Section 6: Pulling It All Together: Creating a lesson, sharing takeaways, and
gallery walk (40 minutes)
a. Slide 37: Have participants create a lesson plan that will work for their class. Participants can
work with a partner or small group if they prefer. Ask them to put main points about it on a
poster sheet and display them in the room.
b. Slide 38: Sharing your takeaways: Participants use the cloud-shaped paper on their tables to
write down takeaway (idea/principle/strategy/insight) from today and put it on the large
canvas or paper so others can read it.
c. Slide 38 still: Gallery walk and participants can take pictures of the lessons and takeaways
they might want to use.
d. Give Feedback Form. Stay to offer more resources and to answer questions. Encourage
students to exchange contact information to continue to give each other support and ideas.
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Quotes
------------------------------------------------------------------------------------------------------------------

“We survived, that should be enough but it isn't. We must work hard to become
whole again, to fill our soul with love and inspiration, to live the life that was
intended for us before it was disrupted by war and horrors, and help rebuild a
world that is better than the one we had just left.” - Loung Ung (Krivitisky, 2017)
--------------------------------------------------------------------------------------------------------------------

"She needed a hero. . . so she became one."
---------------------------------------------------------------------------------------------------------------------

“If you have come here to help me you are wasting your time, but if you have
come because your liberation is bound up with mine, then let us work together.”
― Lilla Watson
---------------------------------------------------------------------------------------------------". . . education is not an affair of "telling" and being told but an active and
constructive process. . ." (John Dewey, 1916, as cited by Nieto)
---------------------------------------------------------------------------------------------------"Knowledge emerges only through invention and re-invention, through the restless,
impatient, continuing, hopeful inquiry human beings pursue in the world, with the
world, and with each other." (Freire, 2018, 50th anniversary edition).
---------------------------------------------------------------------------------------------------Trauma is "a response to a stressful event in which a person's ability to cope is
dramatically undermined." (Medley, 2012)
---------------------------------------------------------------------------------------------------"Traumatic events overwhelm the ordinary systems of care that give people a sense of
control, connection, and meaning." (Herman, 2015 edition)
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Pretest/Self-Assessment
Background Knowledge
Adapted from Leichtle (2018)
1. Students affected by trauma may have more than average trouble
managing their time, paying attention during class, and/or remembering
things.

T F

2. Students affected by trauma may show their symptoms through physical
ailments instead of mental health symptoms.

T F

3. Students affected by trauma are more likely to interpret a nonthreatening situation as threatening.
4. Living in poverty is difficult and can be stressful, but does not qualify as a
traumatic experience
5. Students affected by trauma are more likely to have trouble regulating
their emotions, such as crying easily, laughing at inappropriate times, or
having difficulty self-soothing.
6. Students affected by trauma often have more than average trouble
forming trusting relationships with adults in authority and peers
7. Students affected by trauma often find comfort in structure and routine.
8. Students affected by trauma have many assets, strengths, talents, and
skills. Not recognizing this can add to a student’s trauma.

T F

T F

T F

T F
T F

T F

9. Trauma is subjective. What is traumatic for one person may not be so for T F
another.
10. Incorporating culturally responsive aspects of teaching is part of traumaT F
informed teaching.
Did you learn something new?!
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Feedback Form:
1. On a scale of 1-10, with 10 being the highest:
a. How prepared do you feel to respond to your students
regarding trauma? ______
b. How prepared do you feel to teach self-care? ______
c. How concerned are you about getting overwhelmed and/or
burned out by the trauma students might share? _______
d. How likely are you to recommend this training to a
colleague? _____

2. What do you wish the training had covered that it didn't?

3. Any other comments?

Thank you for your feedback!

Using Trauma-Informed Teaching
In Adult ESL: The Essentials

Elizabeth Eastman, LCSW
eleastman@usfca.edu
University of San Francisco
Masters of TESOL Program

Today’s Session
1. Getting started: Previous knowledge, introductions, expectations
for the day. . .
2. Understanding Trauma, Its Impact, and Trauma-Informed (TI)
Teaching
3. Culturally Responsive Teaching (CRT)—what is it and why it is an
essential component of TI Teaching
Break (10 minutes)
4. Blending CRT into TI Teaching in Curriculum
5. What is hard? Triggers, managing emotions, disclosures, boundaries
and referrals
6. Pulling It All Together: Creating a TI lesson plan, sharing your
takeaways and gallery walk
Closing: Feedback Form, and More Questions

Background Knowledge
Adapted from Leichtle (2018)
1. Students affected by trauma may have more than average trouble managing their time, paying attention
during class, and/or remembering things.

True

2. Students affected by trauma may show their symptoms through physical ailments instead of mental health
symptoms.

True

3. Students affected by trauma are more likely to interpret a non-threatening situation as threatening.

True

4. Living in poverty is difficult and can be stressful, but does not qualify as a traumatic experience

False

5. Students affected by trauma are more likely to have trouble regulating their emotions, such as crying
easily, laughing at inappropriate times, or having difficulty self-soothing.

True

6. Students affected by trauma often have more than average trouble forming trusting relationships with
adults in authority and peers

True

7. Students affected by trauma often find comfort in structure and routine.

True

8. Students affected by trauma have many assets, strengths, talents, and skills. Not recognizing this can
add to a student’s trauma.

True

9. Trauma is subjective. What is traumatic for one person may not be so for another.

True

10. Incorporating culturally responsive aspects of teaching is part of trauma-informed teaching.

True

Did you learn something new?!

Trauma and its causes
v

"A traumatic event disrupts a person's sense of control, connection, and
meaning” (Herman, 2015)

v

Trauma is subjective.

v

ESL students often have trauma from resettlement stress:

•

Migration Stress (from leaving one’s home in a sudden, unplanned situation)

•

Acculturative Stress (from trying to function in a new society or culture)

•

Traumatic Stress (from willful harm committed by another person, or from
natural disaster, an accident, war, etc.) (Adkins, Berman, & Sample,1999)

v

For many ESL students, trauma can also come from: fear of deportation for
themselves and/or their family/community; fear of racially motivated
violence; being in an abusive relationship; and on-going poverty, especially
due to “Public Charge.”

In the ESL Classroom, possible symptoms of trauma:
•
•
•
•
•
•
•
•
•
•

difficulty concentrating
memory impairment
difficulty beginning new tasks
eroded self-esteem
physical manifestations of stress (somatization)
sleep disturbances
difficulty with trusting those in power
blaming others, guilt
depression, anxiety, PTSD (flashbacks, nightmares)
concern for safety
(Kerka, 2002)

Affective Filter Theory (Krashen, 1982)
u Trauma

can raise the affective filter
and impede SLA and acculturation.

We know we need to do something but we often don’t know
what that is.
From Leichtle (2018), in writing about working in a public
school:
One of the students was crying at her seat. "I asked what was wrong and she just
shook her head. One of the other students told me that she was 'sad to be
remembering.' I asked her if there was anything I could do for her or anyone else
she would like to go talk to, and she shook her head again. Unsure of what to do,
I sent an email to the school psychologist and continued with the lesson. She
spent the remainder of the hour isolated at the back of the room while the rest
of us talked about Halloween vocabulary. (emphasis added) (p. 1)

Theoretical Principles of TI Teaching
Trauma
(medical
model)

Affective
Filter
Theory

Culturally
Responsive
Teaching

What is “trauma-informed?”
According to the U.S. Government's Department of Substance Abuse
and Mental Health Services (SAMHSA):
A program, organization, or system that is trauma-informed realizes the
widespread impact of trauma and understands potential paths
to recovery; recognizes the signs and symptoms of trauma in
clients, families, staff, and others involved with the system; and
responds by fully integrating knowledge about trauma into policies,
procedures, and practices, and seeks to actively resist retraumatization. (2014)

Components of Trauma-Informed Teaching:
•

Focus on Safety; Showing culturally appropriate caring

•

Model of assets, resilience and recovery

•

Being trustworthy and transparent; collaboration and
mutuality

•

Facilitating a sense of community

•

Using multiple intelligences and authentic materials

•

Fostering a sense of belonging (Finley, 2018)

•

Empowerment, voice and choice (SAMHSA, 2014)

•

Dealing with emotions and memories; managing sensitive
topics; facilitating the use of coping skills

•

Including Critical Pedagogy/Questioning/Creating Change

•

Teaching with humor, joy, playfulness (Horsman, 2000)

"Teaching approaches that are
sensitive to the needs of the traumaaffected comprise good instructional
practice for all learners."
(Medley, 2012)

Ways to Increase the Feeling of Safety for Students
§

Seek to be trustworthy, reliable, and transparent.

§

Give options: Where people sit, if the door is open, if windows are open, how the
assignment is done, and when a certain activity is done in your day. Ask for input.
Be collaborative.

§

Make sure students can say “no” if they are not comfortable with something, and
“pass.” Don’t call on students unless you know they want that—ask for
volunteers/option of “practicing.”

§

Have a Class Agreement (Horsman, 2000) that you create with them and includes:
Respect is the main rule/guideline (listening when others are talking, etc.)
We are flexible, supportive, helpful, and patient with each other. No laughing at
mistakes, no criticizing, etc.
Students can “pass” or decline to do something, or ask for another way to do an
assignment
All feelings are welcome here. Not all stories can be shared here.
It’s okay not to be 100% present during class (No one is), and to take breaks.
Ask for help when needed.

More Ways to Increase the Feeling of Safety for Students
• Do ”Teach me your name” activity in the beginning: Students teach
the pronunciation of their name, and if they can, what it means, why
they were given this particular name, and if they like it or not.
• Get to know each person individually. Drawing out their assets,
previous knowledge, strengths, skills. . . Look for ways to increase the
feeling of belonging and to build community.
• Make the class predictable. Put the agenda on the board. Notify
students in advance if there are going to be any big changes or visitors.
Formally introduce any visitors.
• Make sure students know when/where you are available if they need
something. Explain that there are resources for just about any problem
someone has, and that you can help connect them to a resource on
campus or in the community. Convey that you don’t want anyone to feel
alone if they are going through a difficulty.

Even More Ways to Increase the Feeling of Safety for Students
§

Don’t tell students what to do with their body, like close your eyes-– give
options instead.

§

DON’T ask personal stories of immigration or to describe their previous
life/home/family etc. They may share over time.

§

Use gentle correction. “Almost!” ”Is it ___ or ___ ?” Or give hints.

§

Teach how to make a 9-1-1 call/what will be asked, what is an
and that the Police are responsive/trustworthy.

§

Frame mistakes as positive because we come to class to learn. “Yeah, you
learned something today!!” Celebrate the small successes.

§

Convey the concept of having a growth mindset (Carol Dweck, 2007): It’s not
that we can’t do something, but that we haven’t been able to YET. Role
model making mistakes and persevering.

•

Maintain a firm belief that EVERYONE can succeed, and that we learn in
different ways.

emergency,

The Importance of Belonging
u

Maslow’s Hierarchy of Needs
SelfActualization

------------------------Self-Esteem
-------------------------------------Belonging-Love
--------------------------------------------------Safety
--------------------------------------------------------------Physiological Needs

(Adapted from Finley, 2018)

Components of Culturally Responsive Teaching
•

Being Asset-based: Community Cultural Wealth (Yosso, 2005); Teaching as mining,
not as making bank deposits (Freire, 2018)

•

Understanding, respecting, valuing the cultures represented (i.e., how time and
space are used, mutual support, cultural dimensions such as collectivism, and
masculinity) (Ladson-Billings 1995, Nieto, 2001, Hofstede, 1980)

•

Becoming part of the community in which the class is taught (Ladson-Billings, 1995)
& part of the class culture (dealing with conflict, communication, etc.)

•

Using Critical Pedagogy (Ladson-Billings,1995)

•

Using authentic materials, and multiple intelligences (Gardener,1983), depending on
the cultural and individual needs/preferences (Gay, 2002)

•

Doing Community Building; creating a sense of belonging (Finley, 2018)

What’s the importance of CRT?
q

It can increase classroom participation (Chen and Yang, 2017).

q

It ”activates the brain’s cognitive processing for learning and problem
solving” (Henkins, 2019, citing Hammond, 2015).

q

With CRT, a student can relax and focus on learning (ibid)

q

CRT is “transformative,” and “empowering” (Canadian Centre for Victims of
Torture, p. 4)

q

If we don’t use CRT, we can adversely affect students:
If a student doesn’t feel seen or heard, it can increase their stress,
(Henkins, 2019, citing Sousa, 2017) and stress interferes with learning
"to agree to learn from a stranger who does not respect your integrity causes
a major loss of self." (Nieto, 2009, citing Herbert Kohl,1995, p. 6),
"wounding the spirit." (Nieto, 2009, citing Carol Locust, 1988, p. 31)
“A curriculum that avoids questioning school and society is not, as is
commonly supposed, politically neutral. It cuts off the students’
development as critical thinkers in the world.” (Nieto, citing Ira Shor, 1999)

“Culturally relevant teaching honors the students’

sense of humanity and dignity. Their complete
personhood is never doubted. Self-worth and selfconcept is promoted in a very basic way, by
acknowledging the individual’s worthiness to be part
of a supportive and loving group.”
(Gloria Ladson-Billings, 2009, p. 82)

Examples of activities for acculturation & community building:
v
v
v
v
v
v
v
v
v
v
v
v
v

“Teach me your name” activity the first day
Celebrating birthdays and students’ special holidays
Discussing issues of power, racism, justice, spirituality, health, coping skills, and
social action
Playing games, role plays, art with sharing and support, music
Creating our own class logo and putting it on bookbags/sense of identity
Going on field trips (to Library, C.C., Therapeutic Animal Farm, Cooking Lessons)
Guest speakers on job hunt, nutrition, and preparing for ICE
Having daily potluck lunch
Tai Chi (student-taught)
Developing ways to support new immigrant families
Writing cards/calling when a student is sick or dealing with loss
Using a class texting group
Meet ups during holidays/vacations

Examples of TI Teaching with Verbs, Conversation, and Writing
q

Teach “To Want" and ”To Need.”
Then, show them Maslow's Hierarchy of needs and explain the levels. Ask if they
agree or disagree with the categories. Have them work in pairs and give each pair a
stack of cards to sort into either “need” or “want” and explain why. Optional: Have
them write about a need and/or a want they have and share it if they want to.

q

Teach “To Choose” and then ask them to write the answer and then share:
a. What is something you chose [that was positive for you]?
(I chose: “to live my whole life with my husband,” “NOT to live my whole life
with my husband!” “not to live my whole life hurting,” “to be happy forever with
my work and with my family,” “to hope that everything in the lives of my family
members will be okay.”)
b. What is something you choose today?
(Today, I choose: “to be positive,” “to think positively,” “to be grateful for my
life,” “to be happy all day,” “to imagine my future without my husband,”
“to believe I am valuable and worth my self-care,” “to believe in myself,” “to
believe I can learn English”)

More Examples of TI Teaching with Verbs
q

Teach “To Give.”
Then, ask them:
a. What do you give to others? (“food,” “hugs,” “nurturance,” “kisses,” “thanks to
God for my life,” “thanks to God for my mom”)
b. What do you give to yourself? (“exercise,” “healthy food,” ”compassion,”
”self-respect”)
c. What do you need to give yourself more of? ("opportunities for conversation,”
“time to focus on decisions about my life,” ”love,” “vegetables,” “sleep,”
”compassion,” “relaxation,” “candy,” “water,” “fruit.”)

q

Teach “To Plan.”
Remember that setting goals is a loaded but important issue (Horsman, 2000). Ask
what something is that they plan to do, and something they planned that turned out
well, and write those sentences.

q

Teach “To Love" and ”To Like.”
Explain the cultural component of “to love” that people in the U.S. say we love our
pets, food, the weather, a movie, etc., in addition to using the verb. Ask them to
practice saying what they love and write the sentences on the board.

Art Project: Corn Husk Dolls

Art Project: My Coping Skills

Art Project: “What are you needing right now in your
life?”

Other Activities/Resources to Use
q

Children's books:

•

Lola, by Loufane Gladys Rosa-Mendoza

Prince Cinders, by Babette Cole

•

Welcome, by Barroux

Bella Mystery Deck, I and II, by Mindware.com

q

The Illustrated Book of Sayings: Curious Expressions From Around the World, by Ella Frances
Sanders

q

Storycorps (storycorps.org), (Ex.: The Carl McNair Story re: the courage of a child to face
racism and prevail. “Eyes on the Stars”) https://storycorps.org/stories/carl-mcnair/

q

Ted Talks (Ex.: “There is more to life than being happy” by Emily Esfahani, 2017)

q

Propellers: Quick Questions to Launch Good Conversation, by Search Institute Press

q

Textbook: Weaving it together: Connecting Reading and Writing, by Milada Broukal

q

Fables that convey culture. Such as When the Sun Fell From the Sky, by D.L Birchfield, or
The Goat in the Chile Patch by Lada Josefa Kratky. (Higher-level thinking/Bloom's
Taxonomy)

q

Stories to Solve: Folktales from around the world, by George Shannon

q

Teacher Development/Self-Efficacy: Castellanos (2018)

Using Total Physical Response (TPR) with emotions
(adapted from Krivitsky, 2017, adapted from Adkins, Berman, & Sample, 1999)

o

o
o

Teacher asks the students to stand up. Teacher models the
emotion happy and says, “I feel happy.” The students imitate
the teacher. This continues through emotions of excited,
worried, sad, proud, scared, amused, irritated or angry, and
calm (in the order you think is best).
Students then work in pairs, taking turns showing an emotion
while the other person tries to guess which one it is.
Then, discussion is with the whole class or in groups. The
students are asked what situations in life in the U.S. might
cause people to feel a certain feeling. Then, they talk about
positive coping skills for different emotions.

Teaching Progressive Muscle Relaxation
(Krivitsky, 2017)

§

A coping skill for students to learn where they tense the muscles in a
certain area and release the tension as guided by the teacher.

§

Note: Instead of being instructed to tense and release biceps and
triceps, students can be told to “make a muscle” and to raise their
arms over their heads, which is more empowering and easier for the
teacher to demonstrate (Bourne, 2011).

§

Research points to lowering anxiety, lowering depression, reducing
insomnia, and reducing tension headaches.

§

This technique is used in several other countries including Iran, South
Korea, China, South Africa, Bulgaria, and Pakistan. So, students may
be familiar with it and accepting of it.

Guidelines for teaching sensitive topics
v

Remember, we don’t know what will be a trigger for someone, but we can do
some prevention and plan our response (which we will discuss shortly).

v

Tell students in advance what the topic will be. Make sure they understand the
usefulness of learning it. Normalize that the topic can bring up strong feelings for
some of us. Ask for their input on how we can deal with that as a community.

v

Give options for how the topic will be learned, if possible. Discuss the options.
Let students work individually or in pairs or in groups, if possible.

v

Make the class particularly nurturing and relaxing before, during, and after
(Examples: stretching, deep breathing, Progressive Muscle Relaxation, snacks,
calming music that the students like. . .)

v

Remind students to take care of themselves: they can take breaks, choose to
complete the assignment at home, ask to talk to someone. . .

v

Particularly sensitive topics are going to the doctor, and teaching about family.
Also, tread lightly with goal setting. What else?

Ways to Teach About Family Without the Family Tree
Make it a cultural unit:
v Talk about many different types of families in the U.S
Single moms, Single dads, Couples with no children, Couples with many
children, Grandparents raising the children, Multi-generational families
living together, Step parents/children, Couples who are not married,
Gay and lesbian couples with and without children, Couples who do not
have children due to circumstances or by choice, Foster families,
Families with adopted children, Families separated and living apart for
various reasons, Couples from different cultures/religions. . .
v Ask “What is the purpose of a family?” (In their country and here)
v Ask “What makes a family a family?” (In their country and here)

(. . . Continued)

Ways to Teach About Family
Without the Family Tree
v Read a story about a family with lots of foster or adopted children.
Ask if this is common in their country? Why would someone choose
to do this? What are the advantages and disadvantages of fostering,
adopting, having many children, having one children, having no
children?
v Consider showing/reading books to the students about different types
of families.
v You may want to remind students that, even if they don’t agree with
what someone chooses, they can have a friendly curiosity to learn
about differences, and be respectful.

Lesson: Going to the Doctor
1. Possible issues to consider:
v

Concern about the cost of the appointment/medicine/tests

v

Previous traumatic experience with medical profession (self or loved one)

v

History of physical and/or sexual abuse/assault (cultural issues of shame)

v

Lack of familiarity with Western medicine, procedures, equipment (x-ray,
stethoscope, etc.)

v

Mind-body connection (symptoms can indicate expression of emotional issues)

v

Alternative medicine; alternative medical practices (cupping, coining)

v

Different belief about the cause of an illness or condition (ex. Cirrhosis of the
liver from eating avocado while angry)

v

Direct vs. indirect communication

v

Shame/discomfort

(. . . continued) Going to the Doctor
2. Help students prepare.
Have them down questions ahead of time
What is the diagnosis? What is the treatment plan? How soon will I feel better?
What are the side effects of this medicine? What are other treatment options? Can I
get a second opinion? If I have questions or concerns about this medication, can I stop
taking it if I don’t like it, or do I need to call your office first?)
Patients have rights and students need that information.
3. Do Role Plays with props.
Have students write out their own dialogue with their doctor.

Vocabulary:
A. Body Parts:
1) “Repeat after me and
point to the
body part on the
picture.”
2) “Point to the part on
yourself when you
hear it. Please,
say it, too.”

B. How to Play “Simon Says”
1. Everyone stands up.
2. The leader says, “Simon says touch your head” and you do.
3. Then, “Simon says touch your nose,” and you do.
4.

If the leader doesn’t say “Simon says,” do not do it.

5. If you do it, you have to sit down.

6. The last person standing wins.

C. Practicing Vocabulary: Labeling Body Parts
Options for students to choose:
1) Work with a partner or by yourself.
2) Use an outline provided by the teacher.
3) Draw a body outline by hand.
4) Find a partner and, standing against the wall,
outline each other.
Important Note: Students need to be able to
say “no” to options, and to say what their
limits are, such as not under arms or past the
knees.

What is hard?
v Triggers
What are common triggers?
Anything can be a trigger.
Know your own triggers.

v Managing crying
Validate feelings. Offer comfort. Normalize being overwhelmed. Engage
community in discussing self-soothing, self-care.
Offer a few options to bring them from their overwhelmed state to the executive
functioning part of their brain:
“You have choices: You can stay at your seat and participate in the lesson, you can
stay here and not participate, you can take a break, or go outside and get some
fresh air. . . What would you like to do?”
continued. . .

(. . .continued) What is hard?
v Managing students’ disclosures in class:
Gently and firmly interrupt. Validate feelings/experience. Offer options.
“I am sorry to interrupt you. Your story is very important and we want to
know about any of your feelings you want to share—but not all stories can
be shared because they can be more than what some students are ready
for. So, let me tell you about some choices: You can take time now to
write your story, or go outside the class and record it on your phone, or call
someone, or take a break and walk outside for a few minutes. . . Or, do
you want to stay and continue the lesson with us?” Engage them back in
participating when ready.

v Boundaries:
With your time, what with you can handle hearing what you will do for
them. Why have them?

v Referrals: Have a list ready to go. (Cultural issues with counseling)

What We Can Do: 4 C’s
1. Express COMPASSION
2. Do acts of culturally appropriate CARING
3. Engage the class COMMUNITY in offering support and
normalizing feelings
4. Manage the CONTAINMENT of the situation (time
frames, giving options)

Role plays: A chance to practice your skills
Roles: Teacher

Student
Coach for Teacher
Observer
Role Play No. 1: Student is crying in class.
Role Play No. 2: Student is disclosing too much in the class.
If time: Role Play No. 3: Privately, student starts disclosing
too much for you.

Other Suggestions to Consider
Remember the Students’ Families
v

Include them when possible.

v

Remember their impact on student’s practicing outside class, ability to
concentrate and learn, self-esteem, goal setting and retention.

v

If you hear of a problem a family member is having, think about a resource
that might be helpful to them and offer it to the student.

Role model being vulnerable and being a foreign language learner
v

Learn a little bit of another language and go try to use it, such as in a store.
Report back to the students how you felt and how it went. You will be
role modeling that it is okay to be scared/uncomfortable and do it anyway.

v

Learn a greeting or phrase in the languages of some of your students and have
them correct your pronunciation.

Remind your students they are becoming bilingual and bicultural (or moreso!)
Learn a positive fact about students’ countries and share that with them. (Henkins, 2019)
Get support for yourself.

Developing a TI Lesson You Can Use
§ Individually, in pairs, or in groups of 3-4, develop a lesson
you can use in your class. Incorporate what you have
learned today.
§ On a large piece of sticky paper, write the title/topic and
the directions that other teachers would need in order to
do the lesson.
§ When you are finished, hang it up for others to see and
take a photo of, if they want in our Gallery Walk.
§ Questions?

Sharing Your Takeaway(s)

v

Please share what you are taking from today.

v

Put your takeaway(s) on the paper provided.
Attach each to the large poster for our Gallery Walk.

u Any

last comments?

u Please,

complete the Feedback Form that
is on your table!

Thank you for coming!
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